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This study examined teachers’ perceptions of giftedness and minority students’
placement in the Synergy Public Schools’ Gifted Program.
The study was based on the premise that teachers’ referrals related to teachers’
perceptions of giftedness (the independent variable). Creativity, motivation, and bright
characteristics were identified as indicators of giftedness. Moderator variables included
teachers’ job role (Gifted and regular), ethnicity, and years of teaching experience as it
related to the ethnic composition of the gifted program (the dependent variable) and the
ethnic composition of the Synergy Public Schools.
The Statistical Package for the Social Science (SPSS) was used to analyze the
data. The Pearson Correlation, Frequency, ANOVA (analysis of variance), and
Regression were used to establish the validity for the questionnaire as well as to assess
the thirteen hypotheses and thirteen research questions posed.
The researcher found that teachers at the elementary school level reported a
statistically significant relationship between the ethnic composition of the gifted program
and the ethnic composition of the school system. Teachers’ knowledge of gifted
characteristics was equally balanced as it related to the ethnic composition of the school
system and the ethnic composition of the gifted program.
It was concluded that when one looks at the relationship of the moderator
variables and the dependent variable, there are still some unanswered questions. The
figures presented a clear skew in favor of the white students and a less favorable picture
for Native American, black, and Hispanic students. Even if one accepts the premise that
the average normal distribution within a given population ranges between 3% to 5%,
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One of the intractable and persistent problems in the area of gifted education has
been the difficulty of ensuring that all qualified children have the opportunity to
participate in the school system’s gifted program. The underrepresentation of minorities
in gifted programs appears to be systematic. Marquardi and Karnes (1994) indicated that
in the state ofGeorgia there were 43 court suits filed in 1992 by minority parents
concerning the underrepresentation ofminority children in Georgia’s gifted programs.
The plaintiffs arguments concerned the lack ofminority students in gifted programs and
the identification procedures used by the state ofGeorgia (Marquardi and Karnes, 1994).
As a result, the complaints were brought to the attention of the Office ofCivil
Rights, since the issue of the underrepresentation ofminorities in gifted programs
primarily affected blacks, Hispanics, and Native Americans (Ford and Thomas, 1997).
According to the National Commission for Excellence in Education’s (1993) study,
blacks represented 16 % of the school population, but only 8 % of gifted students;
Hispanic Americans represented 11 % of the school population, but only 4.7 % of gifted
students; Native Americans represented 1 % of the school population, but only .3 % of
gifted students. In the state ofGeorgia, white students represented 82 % of gifted
students; black students represented 11 % of the students; Hispanic American students
represented .008 % of the gifted students; Native American students represented .001 %
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of the gifted students; Asian American students represented .04 % of the gifted students;
and other multi-racial students represented .009 % of the gifted students.
Ford (1997) stated that the underrepresentation ofminority students in gifted
programs was affected by teachers’ perceptions of giftedness and the narrow
identification process. In studies focusing on teachers’ perceptions of giftedness and
minority students’ placement in gifted programs, researchers have found that ethnic
minority students were least likely to participate in programs for gifted students (Ford,
1995; Ford and Harris, 1996; Grantham, 1997). The researchers noted that these gifted
minority students could not reach their full potential when they were not participating in
gifted programs and when their gifts and talents remained unacknowledged or under¬
developed by the schools’ personnel. As a result, of the 20 % of school dropouts, over 50
% of these dropouts were poor gifted black students (Ford, 1997).
In an effort to increase the number of students (especially students of color) being
placed in gifted education programs, the placement criteria have been changed. Through
research studies and grants by the U. S. Department of Education, such as Title VII
(bilingual) and Javits (gifted), school districts across the country have received the
necessary funding to develop gifted education models to identify and serve gifted
minority students (Castellano, 1998).
Traditionally, students were placed into gifted education programs with a
qualifying score on a test ofmental abilities. In the past few years, laws within the State
ofGeorgia have changed requiring the use ofmultiple criteria to identify and place
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students in gifted and talented programs. In the Synergy Public Schools, students qualify
for placement in the gifted and talented program by meeting three of the four required
components. These components are Mental Ability, Achievement, Creativity and
Motivation. The instruments used by this large urban school system are; (a) the
Cognitive Abilities Test which measures mental ability, (b) the Iowa Test of Basic Skills
or Terra Nova which measures achievement, (c) the Student Styles Questionnaire or
Renzulli’s Creativity Checklist which measures creativity and (d) Renzulli’s Motivation
Checklist or the student’s GPA (Grades 3-12) which measures motivation.
The collection of data starts with the classroom teacher observing the entire class
over a two week period and completing the Traits, Attributes and Behaviors Checklist
(TABs). Those students whose names appear five or more times within the ten
characteristics are then nominated for referral to the gifted and talented program.
Teachers and Gifted Eligibility Team chairpersons are asked to consider the student’s
achievement score (which should be at the 90*'’ percentile in reading or math). They also
complete the appropriate motivation instrument (which includes the Renzulli Motivation
checklist for K-12, GPA of 3.5 or higher for grades 3-12). If these two components are in
place, then a sound decision is made to refer students for Mental Ability and Creativity
Evaluation. When all four data are collected, the Gifted Eligibility Team meets to make
final placement decisions. If students fall short on any one component, they can qualify
for placement using the other three.
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As far back as Pegnato and Birch (1959) and followed by Atkinson and
Thompson (1992), studies have eoncluded that teaehers not only failed to nominate over
50 % of the gifted minority students in their schools, but they also identified many
average students as gifted. In conjunction with these studies, Frasier (1994) indicated that
teachers were only able to identify 10 % of the minority students who scored high on
individual intelligenee tests. Researehers Patton (1992); Van Tassel-Baskal (1984); Ford
and Thomas (1997) reported that almost 38 % of the teaehers in their study samples
failed to identify gifted minority students in their third and fourth grade classrooms. This
was an important factor, considering that these are the grades in whieh many gifted
programs tend to begin servicing gifted students. Their studies also indicated that
teachers tended to focus on such characteristics as good behavior, cooperation, answering
correctly, punctuality, and neatness when reeommending individuals for gifted programs.
Aceording to Frasier and Passow (1995), teachers were likely to nominate the “well-
behaved” model students to gifted programs rather than the truly gifted students.
Purpose of the Study
The purpose of this study was to investigate the relationship between teachers’
pereeptions of giftedness and the plaeement ofminorities into the Synergy Publie
Schools’ gifted programs. Researeh was needed to identify how teachers’ perceptions of
giftedness influence their ability to identify potentially gifted minorities whose social,
economic or ethnic backgrounds differ from their own. Research was also needed to
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determine how these perceptions affect teachers’ nominations ofminorities, as they relate
to the teachers’ job role (gifted and regular), ethnicity, and years of teaching experience.
Literature supports the use ofmultiple criteria assessment (i.e., using a variety of
assessment approaches) for enhancing the identification of gifted minority students
(Cunningham, Callahan, Plucker, Roberson, and Rapkin, 1998). To assess the abilities of
all students more accurately, educators used criteria for giftedness that give equal
attention to academic and non-academic abilities. Identification strategies, consisting of
both traditional and non-traditional methods, which often include a review of student’s
behaviors as well as standardized test scores (Schwartz, 1997). To better develop the
talents of all students, teachers were prepared to recognize diversity in giftedness. To
ensure that children receive early enrichment in school if their family cannot provide it,
many educators are also beginning the gifted identification process at the preschool level.
To redress the past inequities in student selection for gifted programs, school districts are
beginning to reach out to diverse communities to increase the access of all students to
such programs.
Multiple criteria are being used in the screening and identification process by
most school districts serving gifted and talented minority students (Castellano, 1998).
Multiple criteria may include, among other items, (a) ethnographic assessment
procedures (the student is observed in multiple contexts over time), (b) dynamic
assessment (the student is given the opportunity to transfer newly acquired skills to novel
situations), (c) portfolio assessment, (d) the use of test scores (performance based and/or
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nonverbal) in the native or English language (depending on the child’s level of fluency),
(e) teacher observation, (f) behavioral checklists, (g) past school performance, (h) parent
interview, (i) writing samples and other samples of creativity and/or achievement, and (j)
input from the cultural group with which the student identifies in the local school
community.
In an effort to reduce the possibility that children who did not fit stereotypical
profiles of gifted children were not passed over, identifying students from diverse
backgrounds gifts and talents needed to be multi-pronged, including input from the adults
close to them. Involving people from a student’s home, religious, and community life in
the identification process helps ensure that the availability of gifted programs is widely
known (Schwartz, 1997).
Whenever a single method was used to determine eligibility for admission to
gifted programs, chances were increased that qualifying participants would he
overlooked. Current research would help educators understand that giftedness is complex
and takes on many forms and that there was a need for the multiple criteria to identify
giftedness. These issues are relevant to the identification and placement ofminority
students within metropolitan gifted programs in Georgia.
Background of the Problem
Gifted and talented programs have traditionally been filled with white, middle- or
upper-middle-class students. These are students whose home backgrounds have provided
them enrichment opportunities and language experiences to enhance their natural abilities
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in ways that allow them to do outstandingly well on standardized tests (Castellano, 1998).
It has been pointed out that the tests are designed by the same type experts whose
academic backgrounds and experiences have led them to set criteria tending to favor
students from the same backgrounds (Castellano, 1998; The Education Digest, 1998).
The number of programs for gifted students are increasing nationwide, largely the result
of Federal grants from the Jacob Javits Gifted and Talented Act of 1988 (Schwartz,
1997). Its goal is “to provide financial assistance to State and local educational
agencies... to initiate a coordinated program of research... designed to build a nationwide
capability in elementary and secondary schools to meet the special educational needs of
gifted and talented students” (Sec. 3062 (b)) (Ford, 1998). However, students of color
and those who are poor and limited in their English proficiency continue to be severely
under represented in those programs. It was not because they were less talented than
their middle-class White classmates; but rather, their different experiences, values, and
beliefs have prevented them from fully demonstrating their abilities through commonly
used assessments instruments, and in traditional gifted education programs (Graybill,
1997; Schwartz, 1997).
Although many educators, policymakers, and researchers have been concerned
about the underrepresentation ofminority students in gifted education, few articles,
reports or studies exist on the topic. There has been limited attention to the impact of
practices, procedures, and policies. Donna Y. Ford (1998) states, in her article “The
Underrepresentation ofMinority Students in Gifted Education: Problems and Promises in
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Recruitment and Retention,” in many ways, gifted education is in a precarious position;
almost one third of states have no mandate for gifted education programs, and only 27
states have clear policies on due process for gifted students. This lack ofmandate
suggests that gifted students are not viewed as a population in need of special services,
yet underachievement is a major problem for many gifted students. Holding states
accountable for gifted minority students’ underrepresentation and associated inequities
was difficult when states neither mandate gifted education nor house gifted education
under special education.
At the time of the 1992 U. S. Office of Civil Rights (OCR) report, schools
reported that 25,077,421 students were enrolled in the nation’s public schools. One % of
these students were American Indian, 4 % were Asian American, 13.7 % were Hispanic
American, 21.1 % were African-American, and 60 % were white. Students of color
constituted some 40 % of the school population nationally.
Further analyses of the 1992 OCR report, 1,412,011 students were identified as
gifted (5.7 %). Of those students identified as gifted, .5 % were American Indian, 7 %
were Asian American, 7.9 % were Hispanic American, 12.1 % were African American,
and 72.4 % were white. In 1992, African American students represented 21.1 % of the
school population but 12 % of gifted education - an underrepresentation of 41 %.
Hispanic American students were underrepresented by 42 %, and American Indians were
underrepresented by 50 %. While, Asian American students were overrepresented by 43
% and white students by 17 %. The Javits Act gives “highest priority” to students who
are economically disadvantaged, limited English proficient, or have disabilities or
handicapping conditions (Sec. 3063 (a)(1)) (Ford, 1998).
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In 1993, the U. S. Department ofEducation set forth its most culturally inclusive
definition of giftedness to date:
Children and youth with outstanding talent perform or show the potential for
performing at remarkably high levels of accomplishment when compared with others of
their age, experience, or environment. These children and youth exhibit high performance
capacity in intellectual, creative, and/or artistic areas, and unusual leadership capacity, or
excel in specific academic fields. They require services or activities not ordinarily
provided by the schools. Outstanding talents are present in children and youth from all
cultural groups, across all economic strata, and in all areas of human endeavor.
Ford (1998) indicated that the number of states that have adopted or will adopt the
1993 definition or a version of it has yet to be seen. Forty states mention in their policies
the need to better identify and serve gifted minority students, and 41 states reported using
different criteria procedures for special populations as of 1994 (Ford, 1998). It was clear
that minority students (with the exception ofAsian American) were poorly represented in
gifted education. The continued recommendation for increasing the representation of
minority students in gifted education programs was to use multiple identification criteria
and sources. Most states have policies related to the screening process, and most states
reported using more than one criterion and source of information to screen and identify
gifted students.
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The U. S. Department ofEducation reported in 1994, that many Javits projects
have reported promising results when multiple information was used, particularly noted
was an increase in the percentage ofminority students identified. National efforts to
redress the underrepresentation ofminority students are not necessarily reflected in
significant increases in minority representation in gifted education programs. Despite
changes in gifted education definitions, procedures, practices, and policies, African
American, Hispanic American, and American Indian students continue to be
underrepresented in gifted education programs nationally.
In states where gifted education was mandated, school districts do not have to
identify and/or serve creatively gifted students, artistically gifted students, or students
gifted in leadership. Most states serve intellectually and academically gifted students.
Many gifted students, regardless of racial background, are neither identified nor served.
No matter which definition of giftedness adopted, many states have designated
arbitrary cutoff scores on achievement and intelligence tests. For example, in some
states, gifted students must have an IQ of 130 or higher; some states require achievement
test scores at the 95*'’ percentile or higher; in other states, students must score at or above
the 98”’ percentile. Some states identify the highest 3 % of the student population; other
states identify 5 %. Some states require schools to use four sources or types of
information during the decision-making process; others require five sources or types of
information. With these differences in criteria, students can be identified as gifted in one
state (or even neighboring school district), but not in another based upon the definition
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adopted. Further, when and how a student was screened, identified, and served varies
from one school district to another.
Forty-five states use an achievement and/or aptitude test in the screening and
identification process (Ford, 1998). Ford noted that the exclusive or heavy reliance on
tests poses major problems for minority students, who have a history of performing
poorly on tests. Some educators have argued that minority students are intellectually
inferior to white students; others have contended that minority students have cultural
deficits that contribute to their poor performance (Graybill, 1997). More recently,
educators have begun to question and reconsider the validity and reliability of the test
themselves (Ford, 1998). The emphasis placed on the definition of abstract words,
sentence completion, analogies, and so forth in the Stanford-Binet Intelligence Scale and
other standardized intelligence tests presupposes a certain mastery of Standard English
comprehension and usage (Ford, 1998). Some tests lack cultural sensitivity in terms of
format and presentation. Finally, factors worth discussing are cognitive and learning
style. Decades of research demonstrate that many minority students tend to learn
differently from white students (Gordon, 1982; Graybill, 1997). For example, African-
American students are likely to be field-dependent learners who approach learning
situations intuitively rather than logically. These learning styles influence both school
and test performance. Issues affecting the reliability and validity of tests can result in
biases against minority students (Cunningham, et al, 1998). An examination of
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standardized test reveals that there are several factors that affect minority performance on
traditional tests of achievement and ability.
Products and work samples were used by 44 states; outside school, achievement
was also used by 44 states to screen and identify gifted students (Ford, 1998). Ford noted
given the poor quality of their educational experiences, numerous negative educational
outcomes, and high percentages of underachievement, minority students may be placed at
a further disadvantage during the screening and identification process.
Teacher nominations in the screening process were used in 46 states and teacher
input was used in placement decisions in 42 states (Ford, 1998). In addition, the lack of
teacher training in gifted education poses many problems. Studies indicated that teachers
are less effective and less accurate than parents in recognizing students who required
gifted education services.
Similarly, Karnes and Whorton found that half the states required no certification
or endorsement in gifted education, 3 states made this training optional, 5 states had
statements of competencies, 14 required practicum experiences, and 8 required teaching
experience in the regular classroom prior to teaching gifted students (Ford, 1998). As a
result, teachers are not always the most reliable sources for identifying gifted learners
(particularly students of color) and then referring them for gifted education programs.
Numerous studies have described the influence that teacher expectations have on student
achievement. Without training in gifted education, how qualified are teachers to
recognize students with gifted characteristics (Ford, 1998)?
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Statement of the Problem
There was a significant underrepresentation in the placement ofminority students
into gifted programs. In fact, minority students may be underrepresented by as much as
30 to 70 % with an average of 50 % underrepresentation ofminority students in all gifted
programs (Ford and Thomas, 1997). The 2000
U. S. Office ofCivil Rights (OCR) report indicated that of the 58,450 students enrolled in
the Synergy Public Schools (SPS) 3,465 students participate in the gifted program. In the
Synergy Public Schools, there were 35 American Indian/Alaskan Native students none of
whom are participants in the gifted program (0 %); there were 500 Asian students 45 (9
%) ofwhom were participants in the gifted program; there were 1635 Hispanic students
50 (3 %) ofwhom were participants in the gifted program; there were 3785 white
students 1260 (33 %) ofwhom were participants in the gifted program; and there were
52, 495 hlack students 2110 (4 %) ofwhom were participants in the gifted program. This
set of figures presented a clear skew in favor of the white students and a less favorable
picture for Native American, black and Hispanic students. Even if one accepted the
premise that the average normal distribution within a given population ranges between
3% to 5% there was still a troubling disparity in favor of the white students in the system
in question.
Next to mental ability and achievement scores, teachers’ nominations were the
major means for the referral of students to gifted programs. Teachers’ recommendations
ofpotentially gifted minority students were often determined by their perceptions of
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giftedness along with states’ definitions of giftedness and the identification process used
for recognizing gifted talents such as performance abilities, creativity, and motivation.
Since teachers’ perceptions of giftedness may have a significant influence on the
placement ofminority students in gifted programs, this study explored how teachers’
perception of giftedness and their job role, ethnicity, and years of teaching experience
affect the ethnic composition of the gifted program, as it relates to the ethnic composition
of the Synergy Public Schools. Teachers’ attitudes, beliefs, and dispositions affect how
they define and respond to their specific teaching situations, which in turn may influence
their nominations ofminorities to, gifted programs.
Significance of the Study
This study was significant in that minority students are underrepresented in
metropolitan area gifted programs. This was certainly true in the school system where the
project took place. This may have implications for training that may need to be provided
to regular classroom teachers. Teachers need training to avoid cultural deficit and
pathological models and to understand that intelligence and educability are matters of
individual differences rather than racial differences (Ford, 1998). More research and
writings were needed to help unravel the complex issues surrounding minority students’
underrepresentation in gifted education. It may be necessary to research the placement
trends of local and national school districts to assist in developing adequate training of all
teachers and subsequently increase the number ofminority students participating in gifted
and talented programs. It may provide insight on teachers’ perceptions of giftedness as
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they relate to Georgia’s definitions of giftedness, with emphasis on mental ability,
achievement, creativity, and motivation, verses the bright characteristics. Furthermore,
teachers’ referrals may influence the ethnic composition of the gifted program, as well as
guidelines into wider ranges of identification instruments used along with flexible
definitions of giftedness, mandatory staff development in multicultural giftedness, and
teachers’ awareness ofmulticultural characteristics. This study investigated the question
ofwhether there are discrepancies in teachers’ perceptions of giftedness based on
teachers’ job role, ethnicity, and years of teaching experience. Teachers’ attitudes and
expectations regarding giftedness may significantly affect students’ achievement,
motivation, intellectual growth, and placement.
Research Questions
The research questions answered through this study are as follows:
1. Is there a relationship between teachers’ perceptions of creativity and the ethnic
composition of the gifted program?
2. Is there a relationship between teachers’ perceptions ofmotivation and the ethnic
composition of the gifted program?
3. Is there a relationship between teachers’ perceptions of bright characteristics and
the ethnic composition of the gifted program?
4. Is there a relationship between teachers’ perceptions of creativity and the ethnic
composition of the gifted program in terms of ethnicity?
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5. Is there a relationship between teachers’ perceptions of creativity and the ethnic
composition of the gifted program in terms of years of teaching experience?
6. Is there a relationship between teachers’ perceptions of creativity and the ethnic
composition of the gifted program in terms ofjob role?
7. Is there a relationship between teachers’ perceptions ofmotivation and the ethnic
composition of the gifted program in terms of ethnicity?
8. Is there a relationship between teachers’ perceptions ofmotivation and the ethnic
composition of the gifted program in terms of years of teaching experience?
9. Is there a relationship between teachers’ perceptions ofmotivation and the ethnic
composition of the gifted program in terms ofjob role?
10. Is there a relationship between teachers’ perceptions of bright characteristics and
the ethnic composition of the gifted program in terms of ethnicity?
11. Is there a relationship between teachers’ perceptions of bright characteristics and
the ethnic composition of the gifted program in terms of years of teaching
experience?
12. Is there a relationship between teachers’ perceptions of bright characteristics and
the ethnic composition of the gifted program in terms ofjob role?
13. Is there a relative impact between each of the moderator variables on the ethnic
composition of the gifted program?
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Summary
Although there was a eonsensus that gifted children could be found at every level
of society and in every cultural and ethnic group, minority students were
disproportionately placed in gifted programs. The underrepresentation ofminority
students has been attributed to a variety of factors, including teachers’ perceptions of
giftedness, biased tests, selective referrals, and a reliance on deficit-based paradigms. To
ensure equity in assessment, there was a need to consider a broader range ofmultiple
factors such as teachers’ perceptions of giftedness and their job role (regular and gifted),
ethnicity, and years of teaching experience and their affect the ethnic composition of the
gifted program. These factors may have affected the way potentially gifted minority
children were identified, especially in relation to teachers’ referral versus automatic
referrals. Educators need to grasp the concept ofmultiple intelligences, as it related to the
multicultural students’ preferred learning styles so that students’ gifted talent(s) could
emerge. With significant time, research, staff development, and the collaboration of
school and home in the identification of the multiple forms of giftedness, educators and
parents could improve the gifted identification process and create a program that would
be receptive to minority students’ gifted characteristics. In chapter 2, this study reviewed
the literature as it related to the underrepresentation of gifted minorities and teachers’
perceptions of giftedness.
Chapter Two
Review of the Literature
Introduction
This chapter reviews the related literature and is divided into five sections as
follows: (1) Introduction; (2) Teachers’ Perceptions ofGiftedness; (3) The
Underrepresentation ofMinority Students in Gifted Programs; (4) Identification of
Potentially Gifted Minority Students; and (5) Summary.
The issue ofminority students’ placement in gifted programs has received more
attention in recent years, primarily due to the establishment of Javits grants and the stellar
efforts of researchers and educators who have done a considerable amount of research on
this issue. Even though the collective efforts have influenced the recruitment ofminority
students into gifted programs, teachers’ perceptions of giftedness still constitute a major
roadblock. Equally important, but not overlooked was the definition of giftedness and the
narrow measurement process used in identifying giftedness (Coleman and Gallagher,
1994). For example, the definition of giftedness differed from state to state, and many
schools relied almost exclusively on teachers’ recommendations in conjunction with
students’ performance and/or intelligence/achievement test scores (Coleman and
Gallagher, 1994).
The lack of consensus regarding how best to define and measure giftedness within
multiple cultures made it difficult to estimate the number of gifted minority students who
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were underachieving (Ford, 1995). According to Whitmore (1984) and Ford (1995), there
were many factors that contributed to the labeling of gifted minority students as
underachievers. Among these factors were poor intrinsic motivation, poor academic
skills, low self-esteem, negative peer pressure, lack of family involvement, poor student-
teacher relations, and low teacher expectations. Ford (1995) found that 46 % of black
students surveyed were underachieving gifted students. Underachievement had been
known to manifest itself in the form of poor grades, lack of effort, a tendency to drop out
of school, and failure to reach one’s academic potential. This was a persistent problem
among minority students (Ford and Harris, 1996). The studies on this topic indicated that
many students did not drop out because of inadequate ability, but because of alienation
caused by poor teacher-student relationships and boredom (Rumberger, 1983; Shapiro et
al, 1993). In addition, Frasier (1995) in his study revealed that minority students who
limited proficiency in English and/or who were economically disadvantaged were
underrepresented in gifted programs.
Teachers’ Perceptions ofGiftedness
Novice teachers faced formidable tasks ofplanning and managing as they entered
the classrooms as professionals. According to Tomlinson (1994), teachers also brought
mental imprints ofwhat teaching and learning were like. These mental imprints were
often influenced by: (1) compromised beliefs in the existent definition of giftedness; (2)
ambiguity in the identification of individual differences and needs; (3) shallow wells of
strategies for enacting differentiation; and (4) the presence of factors that complicated
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and discouraged teachers’ understanding of students’ differences and needs. It had always
been assumed that increased training and experience would result in more knowledgeable
and skillful teachers.
On the other hand, Diaz (1998) suggested in his study that teachers’ perceptions
and attitudes towards giftedness could be differentially altered by the behavior of
potentially gifted minority students, particularly when students’ behavior did not fall
within their teachers’ standardized sense of “gifted” characteristics. This suggested the
need to further examine and explore teachers’ perceptions of giftedness. Research by
Passow and Frasier (1996) stated that gifted behavior takes on many different forms in
different cultural groups at every level of society.
Once again, teachers’ perceptions of giftedness constituted the second largest
influence on the placement ofminority students in gifted programs. Ford and Grantham
(1998) suggested that teachers may not be the most reliable and qualified sources for
identifying potentially gifted minority learners. Reinforcing this study, Karnes and
Whorton (1991) reported that only 5 states have statements of teachers’ competencies for
gifted education. Half of the states required no certification or endorsement in gifted
education, while 14 states required practical experience in gifted education, and only 8
states required that teachers received formal training to help them identify potentially
gifted minority students.
According to Ribich (1996), teachers’ attitudes and their subsequent dispositions
and actions towards gifted minority students influenced their nomination of potentially
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gifted minority students. In addition, this study suggested that teachers’ latent fears,
attitudes, and misconceptions may very well shape the social and emotional climate in
their classrooms. The end result was that teachers’ attitudes and expectations significantly
affected students’ levels of achievement, motivation, and intellectual growth. Researchers
have indicated that teachers had concerns about working with students whose cultural,
racial, ethnic, and socioeconomic backgrounds were vastly different from their own
(Ribich, 1996; Marshall, 1993; and Barger, 1993). Studies have shown that attitudes,
beliefs, and dispositions determined how teachers defined and responded to their specific
teaching situations (Goodman, 1985; Ribich, 1996). However, teachers needed to be
informed about the large number of gifted minority students whose performance
indicated a discrepancy between their academic potential and their actual academic
performance (Gardner, 1991; Natalie, 1998).
After all, effective educational decisions and practices must emanate from an
understanding of the way individuals learn (Gardner, 1983). Thus, it was essential that
teachers understood students’ cultures in order to facilitate, structure, and validate
students’ actual talents (Breen and White, 1996). Ford (1996) noted that teachers were
the main reason why minority students were underrepresented in gifted programs. She
contended that minorities were underrepresented in gifted programs due to: (1) abstract
and disparate definitions of giftedness; (2) inequitable practices in identifying gifted
minority students; (3) educators’ lack of understanding about the cultural differences in
learning styles and achievement aspirations; (4) inadequate preparation of teachers to
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recognize giftedness among minority students who come from diverse cultural
backgrounds; and (5) the lack ofencouragement given to minority parents to become
involved in the processes related to the identification and selection ofgifted students.
Once teachers and parents collaborate in the identification practices, the quest for equal
opportunities among gifted minority students may be realized.
The Underrepresentation ofMinority Students in Gifted Programs
The over-reliance on standardized tests to make decisions about actual or
potential giftedness has led to discriminatory tracking practices with minority students
being identified as gifted less often than white student (Baldwin, 1977, 1987; Cox and
Daniel, 1981; Uadaway, 1992; and Kunjufu, 1993). Nevertheless, gifted programs were
responsible for providing an educational and experiential base that will make a
difference. Demographic trends have shown that an increased amount of attention was
being paid to ethnic, cultural, and linguistic diversity in the public school population
(American Council on Education, 1995). Furthermore, the current assessment patterns for
gifted programs cannot justifiably continue. The potentially gifted minority students
within the educational pipeline must be prepared to take over the reins of leadership for
the future. As Ford and Harris (1991, 1996) argued, current screening techniques for the
identification of potentially gifted minorities only noted weaknesses, instead of
identifying potentials. The vastly different cultures, ethnicities, language backgrounds,
and socioeconomic levels further confirmed that the processes used to assess and identify
giftedness were biased (Hillard, 1979, 1993; Grantham and Ford, 1998). In many
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situations, Gardner (1991) argued that a student’s actual abilities may not be
appropriately measured, and the potential for giftedness may be immeasurable.
Students who were designated as gifted must have increased opportunities for
enrichment in order to positively impact their educational and professional futures.
Unfortunately, practices used for identifying giftedness had become “steeped in
controversy” (Tatum, 1992; Frasier, 1992). Attention has focused on the traditional
approach, including the narrow definition of giftedness and multiple identification
processes among minority students that were known to be inadequate (Gardner, 1983;
Ford, 1996). Bert and Bert (1992) noted that traditional measurements for giftedness
rendered minorities less proficient than the majority population. According to Renzulli
(1979, 1983), the underrepresentation ofminorities in gifted programs resulted from the
continuous using and redesigning of traditional standardized instruments; in other words,
test scores that lacked broader definitions of giftedness and various identification
apparatuses for minority children.
Frasier (1991) argued that teachers needed to question research directions,
techniques, and priorities in the identification of gifted minority students in gifted
programs. These issues had not been studied because ofmethodological limitations.
Without theory, current research does not become integrated into practice (Cohen and
Ambrose, 1983). Further, the lack of theory and appropriate identification practices
contributed to an equally important need to focus on the achievement and
underachievement of gifted minorities. According to Ford and Thomas (1997), the two
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key factors affecting the achievement of gifted minority students, in particular black
students, were (1) the definition of giftedness, and (2) the measurement tools used.
Whitmore (1980) estimated that at least 20 % of gifted students underachieve, while the
U. S. Commission on Excellence in Education (1983) placed this number at 50 %. There
were many factors that must be examined to understand how and why gifted minority
students are underrepresented. Ford and Thomas (1997) revealed in a study that among
the factors to be investigated were social-psychological, family, and school factors.
The social-psychological factor could have been a significant contributor to poor
self-esteem, low academic skills, and self-conception, according to Ford (1997). Ford and
Harris (1996) stated that potentially gifted minority students’ racial identity and self-
worth must be explored. In other words, how do minority students feel about their racial
and ethnic heritage? Do they have a strong, positive racial identity and support system?
Fordham (1988) indicated that minority students who lacked positive racial identities
became vulnerable to negative peer pressure and tended to equate high achievement with
acting “white” or “selling out”. This poor sense of racial identity contributed to low
levels ofeffort, thus creating underachievement. Hale-Benson (1982), author ofBlack
Children. Their Roots, Culture and Learning Styles, reported that many gifted minorities
were left to chose between the need for achievement and the need for affiliation. Most
often, these students succumbed to negative social pressures due to their need for
affiliation that ruled over their decision-making abilities as to what was expected with
regard to academic performance (Hillard, 1989; Kunjufu, 1993).
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Few studies have explored the influence of family variables on the success rate of
the identification ofminority students for gifted programs. On the other hand, Ford
(1997) found that parents who has low socioeconomic status (SES), particularly black
parents who held high expectations, aspirations, and standards for their children, could
instill a positive achievement orientation in their children. Her study showed that
minority parents often sought to promote self-competence and independence in their
children. Ford and Thomas (1997) also concluded that gifted minority students with a low
SES had parents from all educational levels that wanted the best for their children.
In addition. Ford and Thomas (1997) stated that parental educational levels were
not good predictors ofminority students’ academic performance abilities. Ford (1995)
also found that high achievement among gifted minority students frequently resulted
from the participation of parents who had positive values and expectations. As a result of
their parents’ involvement, the gifted minority students exerted more effort towards their
studies. School-related factors also influenced the placement ofminority students in
gifted programs. In a study on gifted black achievers and underachievers, (Ford, 1995)
listed numerous school-related factors that contributed to the underrepresentation of
minority students in gifted programs: (1) less positive teacher-student relations; (2) lack
of time to understand the material; (3) less supportive classroom climate; and (4) lack of
student motivation and interest in school.
Goodman (1985) indicated in a study that teachers’ expectations regarding
giftedness strongly impacted minority students’ placement in gifted programs. He argued
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that using teachers to identify gifted students presented a problem if the teachers lacked
objectivity and were not trained in gifted education and multicultural education. Teachers
from other ethnic backgrounds tended to have lower expectations ofminority and low-
income students (Hillard, 1983,1986; Hale-Benson, 1982; Ford, 1995). Low teacher
expectations with regard to minority gifted students may have resulted in these students
not being identified as gifted or in their being identified as underaehievers (Fraiser,
1996).
The under-prepared teachers were less likely to referminority students by using the
identification checklists that could help them identify potentially gifted minority students
(Renzulli et al., 1993). Thus, when minority students did not have access to appropriate
education, they tended to have difficulty reaching their potential (Kunjufu, 1993).
According to Ford and Harris (1995), underachievement among minority students was
due to disinterest, frustration, and lack of challenge. Theories about the causes of the
disproportionately low enrollment ofminority students in gifted programs have ranged
from limited and confusing definitions of giftedness to biased tests Frasier (1995) to
negative and uninformed reactions to giftedness by minority parents (Ford, 1997, 1998).
Educational programs must acknowledge non-cognitive and non-academie skills
such as creativity and psychomotor abilities so that gifted minority students could reach
their academic potential. In addition. Ford (1997) stated that all learning materials should
accurately represent multiple cultural groups so that they can set in motion the concepts
of cultural diversity. Thus, non-traditional and pluralistic instruments were crucial in
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identifying gifted minority students. Gordon (1996) noted that the prevailing standards by
which academic competence was judged included in large measure such things as: (a)
what most persons at a specific level ofdevelopment can do, or (b) what society agrees
was necessary for students to achieve and/or do through traditional methods. Gordon
(1996) argued that an equally important problem in the assessment of potential giftedness
was failure of gifted programs to provide equal educational treatment and learning
opportunities for minority students.
Identification ofPotentially Gifted Minority Students
The ability to give every child a chance to succeed in school was contingent upon
a full understanding of different cultures and learning styles. Guild (1994) argued that
effective educational decisions and practices must emanate from an understanding of the
different ways in which individuals learn. Thus, knowing each student’s culture would
enable educators to identify their students’ multiple talent(s). However, the different
explanations regarding gifted characteristics within different cultures could lead to
confusion, according to Barger (1993), which in turn could create a gap between cultural
values and learning styles. The existent research provided very little encouragement
regarding the relationship that existed between the cultures in which children live (or
from which they descend) and their preferred ways of learning. Bert and Bert (1992)
explained that these relationships often hinder the academic, social, and emotional
success of potentially gifted minority students. Other studies have shown that
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generalizations about a group of people often led to negative stereotypes about individual
cultural groups (Hale-Benson, 1982; Hillard, 1989; and Guild, 1994).
Some educators, including Passow and Frazier (1996) believed that variations
among and within cultural groups contributed to the ways in which different talents were
valued and whether these talents were sought, identified, cultivated, developed, and
rewarded. Furthermore, disregarding the differences within and among the various
minority groups made it significantly more difficult to identify potential talent(s). Passow
and Frasier (1996) reviewed the research literature and suggested a number ofways to
improve the identification ofpotentially gifted minority students. They made the
following observations: (1) No single “theory of giftedness” was acceptable but rather
many concepts should be employed to view the phenomenon as complex, multifaceted,
and multidimensional. (2) The identification and nurturing of the talent(s) that were
collectively called “schoolhouse giftedness” constituted an integral component for
nurturing gifted potential ofmany kinds and levels, without cultural boundaries. (3) No
culture or population has a monopoly on any talent potential, whatever its nature. (4) As
with all individual gifted traits, the aptitudes, attributes, and characteristics that were
associated with gifted students could be encouraged or inhibited by rewards or sanctions.
Whether and/or how a particular gifted characteristic or trait manifests itself depended on
the context in which it existed and was exercised. (5) Understanding and comprehending
the significance of culturally gifted characteristics will help reduce biases, prejudices, and
tbe negative stereotyping ofminority groups. (6) The identification of potentially gifted
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minority students and the cultivation of one’s gifts must be viewed as an integrated
process. (7) Social status context must be taken into account. (8) Schools and classes that
were segregated or racially unbalanced and that have poor facilities, fewer instructional
resources, larger classes, fewer programs for gifted students, more inexperienced
teachers, and other limited or unequal educational opportunities are inhibitive factors. (9)
Decisions about giftedness in children were no more than predictions. (10) Valid
assessment procedures and strategies used to identify and nurture potentially gifted
minority students must deal effectively with both the actual and perceived problems of
the traditional methods for identifying talent(s). There was no question that a new
paradigm will help include subpopulations that have not been adequately identified and
whose potential gifts have not been sufficiently nurtured so that they can reach their
fullest potential.
Summary
Since minority students are underrepresented in gifted programs nationally,
school districts should focus on talent development and on nurturing minority students’
abilities. Identifying gifted minority students may be difficult due to biased achievement
tests that led to many factors that were manifested as underachievement through teachers’
perceptions of giftedness. Test score results and teachers could not recognize minority
students’ strengths without proper knowledge and the use ofmultiple identification
instruments and diverse procedures. The socio-emotional and psychological variables
should be examined during the identification process as well as the impact of racial
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identity and anxiety on gifted minority students’ performance, achievement, and
motivation.
The integration ofmulticultural approaches will promote self-understanding and
self-appreciation among minority students. Nurturing the home-student-school
partnership is essential in improving the identification of gifted minority students. The
underrepresentation of gifted minority students continues to highlight special problems
such as the narrow definition of giftedness that omitted the multiple talents, teachers’
perceptions of giftedness, teachers’ low nomination rates, and biased and selective
standardized tests. For gifted minority students to finally achieve their academic
potential, educators must ensure that equity becomes a main goal in the contemporary
movement to achieve educational excellence through multiple criteria. Excellence cannot
exist without equity and respect for individual differences, qualities that are long overdue




There was a clear need to increase the participation ofminority students in gifted
education programs. The major factors that contributed to the underrepresentation of
minorities in gifted programs included: narrow definitions of giftedness; teachers'
perceptions of giftedness; too little attention given to non-traditional assessment barriers
for achievement; too little attention given to learning style preferences; the over-reliance
on standardized tests; and the lack of parent involvement in the identification process
(Ford, 1997). All of these factors contributed to the achievement and/or
underachievement of potentially gifted minority students. A major related issue of
concern had to do with the discrepancies in the expected gifted individual’s behavior,
abilities, and performance (Ford, 1995, 1996; USDE, 1993; Hale-Benson, 1982).
Research indicated that the narrow definition of giftedness had filtered down into school
districts as was evidenced by traditional mainstream teaching methods, norm-referenced
tests, and teachers’ perceptions of giftedness in relation to the placement ofminorities in
gifted programs. As a result, the lack ofmultiple criteria for identifying giftedness and
teachers’ perceptions of giftedness segregated gifted minorities. This resulted in minority




Along with the increasing underrepresentation ofminorities in gifted programs,
the term “underachiever” had been increasingly applied to potentially gifted minority
students. Frequently, the term underachiever was defined by noting the discrepancies
between standardized measurements and the student’s actual school performances.
According to Ford and Harris (1996), this was evident from the lack of consensus
concerning the identification and assessment methods used by states. These methods
included: 1) mental intelligence test scores combined with grades; 2) mental intelligence
test scores combined with ability test scores; 3) achievement test scores combined with
grades; 4) achievement test scores combined with ability test scores; 5) ability test scores
combined with grades; or 6) any combination of the above.
Ford, Harris and Winbome (1990) and Patton (1992) contended that these types
of assessment methods often failed to capture the true abilities of potentially gifted
minority students. Sternberg, author of Triarchic Theory of Intelligence (1988),
confirmed that the educational needs ofmost minority students were not satisfied due to
the use of unidimensional instruments for assessing giftedness. Aecording to Sternberg
(1988), intelligence could be manifested in at least three ways: contextual, experiential,
and componential. Contextual learners adapted to their environments, a skill that was not
measured by mental intelligence tests. Experiential learners valued creativity, liked
novelty, disliked rules, and had few rules of their own because they viewed these rules as
an inconvenience. Componential learners were viewed as analytical and abstract thinkers
who performed well on standardized tests and in school. Gardner (1983), in Theory of
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Multiple Intelligence, argued that the definition of intelligence should allow the
individual to use his or her own talent(s) of expression to solve problems or to modify
functional products that are valued in one or more cultural settings.
Gardner (1983) further argued that equity was lacking in intelligence tests and
that culturally valued activities should be used to determine giftedness. He believed these
changes could very well reverse the underrepresentation ofminorities in gifted programs.
He also stated that an intrinsic strategy must be installed to manage school-related
factors. School-related factors had influenced the achievement and placement of gifted
minority students in gifted programs. According to Ford’s (1995) study of school-related
factors the underrepresentation ofminority students was due to: 1) less positive teacher-
student relations; 2) students having had too little time to understand the materials; 3) less
supportive classroom climates; and 4) a lack ofmotivation caused by disinterest in the
schools’ curriculum. In addition, studies by Good (1981) and Ford and Thomas (1997)
indicated that teachers’ perceptions of giftedness had an impregnable impact on student
achievement. Using teachers to identify potentially gifted minorities could have presented
problems if the teachers lacked objectivity or were not trained in gifted and multicultural
education. Researchers and educators concurred that teachers tended to expect less of
black students and lower income minority students than any other students (Hillard,
1983; Tomlinson, 1992; Hale-Benson, 1986; Ford, 1997).
Consequently, minority students may not have been identified as being gifted
(Gardner, 1985; Ford, 1995, 1996, 1998). The result was that those potentially gifted
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minority students went unrecognized and/or were labeled as underachievers. The
definition of giftedness and the identification practices that were used combined with
teachers’ perceptions of giftedness could significantly affect the placement ofminorities
in gifted programs. In many cases, giftedness became a biased assumption that was based
on teachers’ perceptions of giftedness and/or their expectations regarding gifted
characteristics among minorities (Frasier, 1995). This fact regarding biases could not be
overlooked in discussing the screening process to identify potentially gifted minorities
(Frasier, Garcia, and Passow, 1995).
The intensity of the debate that surrounded the definition of giftedness justifies
the need for an investigation into the relationship between teachers’ job role, ethnicity,
and years of teaching experience, in relation to the ethnic composition of the gifted
program. These variables may have influenced teachers’ perceptions of giftedness in the
placement ofminority students in gifted programs. Research indicated that a study should
be conducted to view the relationship between teachers’ job role, ethnicity, and as they
related to teachers’ perceptions of giftedness and the emphasis placed by Georgia’s
definition ofgiftedness on creativity and motivation. Thus, these relationships may have
influenced the ethnic composition of the schools, which may be allied with teachers’
perceptions of giftedness. If positive changes were to occur, then strategies must be
provided to improve teachers’ awareness and knowledge of giftedness as they related to
teachers’ job role, ethnicity, years of teaching experience, using Georgia’s identification
process. Home-student-school collaborations were essential in closing the gap between
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the state’s definition of giftedness and teachers’ perceptions of giftedness. This
collaboration could bridge the placement of minorities in Georgia’s gifted programs
using all stakeholders input in the identification and assessment process.
Presentation and Definition of the Variables and Terminology
Teachers’ Perceptions of Giftedness as Independent Variable
The independent variable was manipulated by the investigator in order to access
the possible effect(s) on the dependent variable. This study’s independent variable was
teachers’ perceptions of giftedness as it relates to identifying creativity, motivation, and
bright characteristics and to the ethnic composition of a large urban school system.
Teachers’ perceptions of giftedness may have affected their referrals. The referral process
under the state ofGeorgia’s definition of giftedness and the required identification
instruments used by the Synergy Public Schools are the Renzulli’s checklists, which were
used to measure and evaluate creative and motivation giftedness. Figure 1 illustrated the
position of the suggested relationship among the variables.
Teachers’ expectations influenced students’ performances (Frasier, 1994). In
order to stimulate a student’s performance. Guild (1994) believed that knowledge of
different cultures’ distinctive learning styles was vital. However, the greater the variation
among individuals within groups, the more important it was that educators used diverse
teaching strategies with all students so that the students’ potential talent(s) could surface.
Early research into this issue by Pegnato and Birch (1959) and today by researchers Ford
(1998) and Frasier (1996) concluded that teachers lacked the ability to identify potential
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giftedness due to a “cultural mismatch”. Due to the lack of consensus regarding the
definition “gifted”, according to Ford and Harris (1997), teachers’ perceptions of
giftedness ultimately influenced gifted minority students’ chances for placement within a
gifted program.
Figure 1. Theoretical Framework to show the Relationship between the Variables
Independent Variable Dependent Variable
Moderator Variables
Ethnic Composition of a Large Urban School System
Teacher Characteristics
• Job Role: Gifted and regular
• Ethnicity
• Years of teaching experience
Teachers had their own perceptions of creativity, motivation, and bright
characteristics. Teachers defined a creative, gifted child as one who discovered the rules
and technical skills of their own with minimum adult scaffolding and often invented
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unusual strategies by which to solve problems. However, children are rarely, if ever,
creative in this sense. When domains of a child’s creativity are changed, it is only
because an adult connected to the domain recognized something of value in the children’s
work and nurtured it (Ford, 1998.) The definition ofmotivation is perceived by teachers
as a child who is highly motivated to achieve and can persevere in hard work. Yet, Hale-
Benson (1982) suggested that circumstances under which children “turn on” to school
curriculum must he integrated with children’s cultures and situations. In addition, Hale-
Benson claimed that current assessment procedures are so culturally bound that they only
sample instances of achievement motivation associated with a given culture. As for
teachers’ definition ofbright characteristics, this was defined as being clever, well
behaved, on task, and the ability “to make the grade”. Once again, studies by Ford and
Thomas (1997) tend to focus on such characteristics as good behavior, cooperation,
answering correctly, punctuality, and neatness as recommendations to the gifted program.
As a result, teachers tend to identify average students as gifted.
In addition, researchers in the field of counseling psychology maintained that
racial identity was embedded in one’s consciousness and value system and that the latter
was socially developed (Tatum, 1992; Tettegah, 1996). These same researchers also
agreed that one’s racial identity affected the development of racial attitudes towards
oneself and others. Educational literature had identified a difference in teachers’ attitudes
with regard to black and white teachers’ attitudes toward black versus white students
(Good and Brophy, 1986; Shapiro, 1995; Tatum, 1994). Ford (1994) noted that racist
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attitudes have historically been common among teachers. Furthermore, researchers had
shown that many problems that occurred in the classrooms with regard to minority
student achievement and learning opportunities were due to this “cultural mismatch”
between teachers and students. In addition, these mismatches were intimately tied to
perceptions ofethnic differences (Tatum, 1994).
Hale-Benson (1982), author ofBlack Children: Their Roots, Culture, and
Learning Styles, agreed that teachers’ perceptions of students’ abilities would determine
the level of attention and opportunity the students would receive in a classroom. On the
other hand, some researchers contended that teachers’ expectations and attitudes about
students were contingent upon the parent-teacher relationship (Ford, 1998). The result
was that minority students were underrepresented in gifted programs.
Teachers’ perceptions: This term refers to teacher’ expectations regarding gifted
students’ behavior, performance, and the teachers’ aspirations for these students for
referral to the gifted programs.
Gifted: This term refers to a student who demonstrates a high degree of
intellectual, creative, and/or artistic abilities, and has exceptional leadership skills, or who
excels in a specific academic field and requires alternative instruction to achieve his or
her goals.
Ethnic Composition of the Gifted Program: This term refers to the cultural and/or
racial groups’ mixture within gifted programs as it relates to teachers’ and automatic
referrals.
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Creativity: This term refers to a student’s ability to be innovative in creating
products and conducting processes more often than their chronological age peers.
Motivation: This term refers to a student’s ability to demonstrate independence,
self-confidence, responsibility, self-direction, and task commitment, to organize and
facilitate the efforts of a group and/or an individual to achieve a desired goal.
Bright Characteristics: This term refers to a student who is clever, well behaved,
on task, and the ability “to make the grade”.
Ethnic Composition of the Gifted Program as the Dependent Variable
The dependent variable was subject to change(s) in behavior, which was
contingent upon the independent variable. As an outcome variable, the dependent
variable could not be manipulated by the investigator. In this study, the dependent
variable was the ethnic composition of the gifted program as it relates to the ethnic
composition of a large urban school system. The variable may have been influenced by
the teachers’ perceptions of creativity, motivation, and bright characteristics.
The Ethnic Composition of the Gifted Program as it Relates to the
Ethnic Composition of the Synergy Public School System
There has been a serious underrepresentation of culturally different students in
gifted programs. In fact. Maker (1996) stated that this underrepresentation ofminority
students in gifted programs could precipitate other problems. Eligible for gifted, but
unplaced, ethnic minority students when compared to a similar group of eligible students
who were placed in a gifted program, were more likely to have dropped out of school and
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less likely to have gone to college (Howell, 1998). In general, the reasons for the low
enrollment were contributed to teachers and administrators in inner-city schools who
were not expecting to find academically gifted minority students in their classrooms,
while parents of these children were not aware of gifted programs and their children’s
academic needs. As a result, the equity gap was still an issue as it related to the ethnic
composition of the gifted program in the system.
Students were referred to the Synergy Public School’s gifted program under
Georgia’s definition of giftedness by way of teachers’ referrals (with regard to creativity
and motivation) and/or by automatic referrals (using norm-referenced tests). Some school
districts depended solely on norm-referenced intelligence or achievement test as the
primary assessment instruments for determining students’ placement in gifted programs.
However, according to Gardner (1983, 1985), only two types of intelligences, logical-
mathematical and linguistic intelligence, could be measured by such tests. The other five
of the seven types of intelligences: interpersonal, intrapersonal, bodily-kinesthetic,
spatial, and musical intelligence could not be measured. Thus, many potentially gifted
minority students whose gifts differed from standardized assessments have gone
underrepresented. The underrepresentation ofminorities in gifted programs were
associated with use of the U. S. Department of Education definition of giftedness that
tended to privilege students who displayed giftedness in intellectual and specific
academic areas as opposed to those whose strengths resided in the creative, visual, or
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performing arts, and in leadership areas (Ford, 1997; Ford and Harris, 1991; Harris and
Ford, 1991).
Yet, multidimensional and multimodal assessment strategies were used less
frequently even though many researchers emphasized the importance of these methods
(Torrance, 1984; Patton, 1992; Ford, 1997). Furthermore, most holistic assessment
strategies, culturally-sensitive tests, parent and peer nominations, creativity checklists,
student portfolios, and performance assessments had been recognized as offering
promising strategies for identifying gifted minority students along with proper training on
gifted characteristics (Coleman and Gallagher, 1992; Ford, 1996, 1997). Nevertheless,
cut-off numbers, mental intelligence test scores, and percentile ranking continued to be
the main and required identification practices used for gifted education placement.
Ethnic Composition of the Gifted Program: This term refers to the cultural and/or
racial group mixture within gifted programs as it relates to teachers’ and automatic
referrals.
Ethnic Composition of a large urban school system: This term refers to the total
mixture of the cultural and/or racial groups of a large urban school systems’ population.
Identification Practice: This term refers to Renzulli’s checklist, the instruments
and procedures used to validate and measure an individual’s talent or potential talent that
are motivation and creativity.
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Referral: To be considered for gifted educational services, a student may be
referred for consideration by teachers, counselors, administrators, parents, guardians,
peers, self, or other(s) that may have knowledge of the individual’s abilities.
Automatic Referral: Students who scored at specified levels on norm-referenced
tests are automatically referred for gifted services.
Teachers’ Ethnicity, Years ofTeaching Experience, and Job Role as
Moderator Variables
Moderator variables are treatment variables or are subject to characteristics
variables. They are used to manipulate the interaction between the independent and
dependent variables. This study’s moderator variables are teachers’ ethnicity, years of
teaching experience, and job role. These interacting factors can influence teachers’
perceptions of giftedness and the ethnic composition of the gifted programs as it relates to
the ethnic composition of the Synergy Public Schools.
Teachers’ Characteristics
Job Role: This term refers to the job role in which one is employed by a large
urban school system, either as a regular teacher or as a gifted teacher.
Ethnicity: This term refers to the teacher’s racial, national, or cultural group in a
large urban school system.
Years ofTeaching Experience: This term refers to the period of time the teacher
has been employed to teach in a large urban school system.
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Hypotheses
The following thirteen hypotheses were tested in this study.
1. There is a relationship between teachers’ perceptions of creativity and the ethnic
composition of the gifted program.
2. There is a relationship between teachers’ perceptions ofmotivation and the ethnic
composition of the gifted program.
3. There is a relationship between teachers’ perceptions of bright characteristics and
the ethnic composition of the gifted program.
4. There is a relationship between teachers’ perceptions ofcreativity and the ethnic
composition of the gifted program in terms of ethnicity.
5. There is a relationship between teachers’ perceptions of creativity and the ethnic
composition of the gifted program in terms of years of teaching experience.
6. There is a relationship between teachers’ perceptions of creativity and the ethnic
composition of the gifted program in terms ofjob role.
7. There is a relationship between teachers’ perceptions ofmotivation and the ethnic
composition of the gifted program in terms of ethnicity.
8. There is a relationship between teachers’ perceptions ofmotivation and the ethnic
composition of the gifted program in terms of years of teaching experience.
9. There is a relationship between teachers’ perceptions ofmotivation and the ethnic
composition of the gifted program in terms ofjob role.
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10. There is a relationship between teachers’ perceptions of bright characteristics and
the ethnic composition of the gifted program in terms of ethnicity.
11. There is a relationship between teachers’ perceptions of bright characteristics and
the ethnic composition of the gifted program in terms of years of teaching
experience.
12. There is a relationship between teachers’ perceptions of bright characteristics and
the ethnic composition of the gifted program in terms of job role.
13. There is a relative impact between each of the moderator variables on the ethnic
composition of the gifted program.
Limitations of This Study
1. The teacher sampling varied and was subjected to greater margin of error than
a larger sample.
2. Research studies in this area were scarce which made comparisons as to the
significance of the findings difficult.
3. Participation was contingent on a voluntary effort.
4. Answers to the questionnaires were contingent on honesty.
5. The common practices of identification processing were limited to the
Synergy Public Schools’ elementary schools; therefore, the dissemination of
identification processes may have varied among school districts.
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Summary
The theoretical framework of this study delineated the relationships between
independent, dependent, and moderator variables as they in turn related to the input and
output veiriables. The dependent variable was the ethnic composition of the gifted
program. The independent variable was teachers’ perceptions of giftedness as they related
to creativity, motivation and the bright characteristics. The moderator variables were
teachers’ ethnicity, years of teaching experience and job role.
In addition, this chapter examined the research regarding the definitions of
giftedness, teachers’ perceptions of giftedness, and the identification practices used to
place minority students in the gifted program. It also investigated how these factors
related to the ethnic composition of the school system. This chapter indicated the




A descriptive study was conducted to determine a relationship between teachers’
perceptions of giftedness and the placement ofminority students in the gifted program.
These issues related to selected teachers’ job role, ethnicity, and years of teaching
experience as it related to the ethnic composition of gifted programs. The study was to be
conducted in all 63 Synergy Public Schools’ elementary schools; however, due to the
“voluntary basis” conditions set by the school system, only 36 schools volunteered to
participate and returned most of their surveys. These surveys were used to determine if
there is a relationship between the ethnic composition of the gifted program and the
system. Teachers’ perceptions of giftedness were influenced by Georgia’s definition of
giftedness and the identification practices used to validate and measure students’
talent(s). These perceptions, in turn, may have influenced teachers’ referrals ofminority
students to the gifted program. The moderator variables examined in this study were
teachers’ ethnicity, years of teaching experience, and job role. This chapter described the





The research design for this quantitative and descriptive study allowed the
investigator to explore the degree ofprecision pertaining to the relationship between two
or more variables. This degree of precision was established through a correlation
coefficient and ANOVA. The study observed the degree to which teachers’ perceptions
of giftedness influenced the placement ofminority students in the Synergy Public
Schools’ elementary gifted program. In particular, it examined the ethnic composition of
the gifted program and the ethnic composition of the system in relationship to the
identification practices used in the Synergy Public School System in Georgia. This study
investigated the relationship of teachers’ ethnicity, years of teaching experience, and job
role, for making referrals, with regards to the ethnic composition of the gifted program
and the system make-up. Inferential statistics and the Pearson r were used to provide
descriptive statistics, mean scores, and standard deviations to organize, describe,
summarize, and illuminate the observations obtained.
Description of the Setting
The study was conducted in the 36 Synergy Public Schools’ elementary schools
and included only 8 elementary schools’ gifted teachers located in the system. The
metropolitan area ofAtlanta, Georgia included 14 counties, the majority of which include
various school types: city, public, county, and private (Krisel, 1999). The public schools
had to comply with the state ofGeorgia’s set identification practices and definitions of
giftedness for identifying potentially gifted minority students. Most ofGeorgia’s schools
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were elementary schools, and some ofmetropolitan Atlanta’s public schools were magnet
and theme schools. The magnet schools consisted of gifted students, while the theme
schools emphasized basic skills, which used an interdisciplinary approach. These schools
provided a medley of extracurricular activities. Also, Georgia’s school system provided
special education services to children regardless of their disabilities. The gifted students’
population within Georgia consisted of 60,196 Caucasians, 8,440 African Americans, 621
Hispanics, 2,811 Asian Americans, 84 Native Americans, and 664 other multi-racial
groups (Krisel, 1999). The Synergy Public School System’s gifted program utilized the
twice a year observation windows for screening potentially gifted students with
motivation and creative characteristics. After a student manifested these characteristics,
the teachers’ rated the student’s motivation and creative characteristics having used the
Renzulli’s checklists. In addition, the ethnic composition of the system provided an
indication ofwhat the ethnic composition of the gifted program should be, as it relates to
teachers’ referrals.
Sampling Procedures
The samples were drawn from 8 elementary school gifted teachers and 36 of the
63 Synergy Public Schools’ elementary schools’ regular classroom teachers. As for the
regular classroom teachers, on the average, each school consisted of four teachers per
grade level. Therefore, 25 questionnaires were sent to each principal with a letter stating
the directions. The package also included a separate letter and questionnaire for the gifted
teacher, where applicable.
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As mentioned earlier, gifted students were recommended to the gifted program by
teachers’ referrals, which were second to norm-referenced tests as the preferred means of
selection for the gifted programs. These recommendations provided the largest number of
referrals ofminority students to gifted programs. However, the proportion of teachers
who are Caucasians, African Americans, and others (Hispanics, Asian Americans, Native
Americans, or of other racial/ethnic groups) may have varied within the school. In
addition, the education and knowledge of giftedness among teachers may have varied in
relation to teachers’ job role, ethnicity, and years of teaching experiences, along with
ethnic composition of the system. The data was collected from teachers within the 36
elementary schools’ regular classroom teachers and the 8 gifted teachers during the 2004
spring semester.
Description of the Instrument
A questionnaire was used to obtain responses regarding the degree of relationship
between teachers’ perceptions of giftedness and the placement ofminority students
within the Synergy Public Schools’ elementary gifted programs as these items related to
the ethnic composition of the gifted program and the ethnic composition of the system.
The questionnaire was based on a review of the literature on the underrepresentation of
minority students in gifted programs and teachers’ perceptions of giftedness, and the
underachievement ofminority students as it relates to minority students’ placement in the
gifted program. Placement in the Synergy Public Schools’ elementary gifted program was
defined under the term “giftedness” which related to creativity and motivation. Renzulli’s
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checklists were used to measure teachers’ perceptions of creativity and motivation within
the Synergy Public School System. The questionnaire was analyzed on the four-point
Likert-type scale (Strongly Disagree, Disagree, Agree and Strongly Agree). Furthermore,
the investigation instrument was designed to provide data regarding the ethnic
composition of the gifted program. Thus, this relates to teachers’ job role, ethnicity, and
years of teaching experience and their perceptions of giftedness as it relates to creativity
and motivation in the placement ofminority students in Synergy Public Schools’
elementary gifted programs. Teachers’ perceptions of giftedness may have influenced
their referrals.
The instrument contains 47 items designed to measure teachers’ perceptions of
giftedness as it relates to creativity, motivation, and bright characteristics. Items 1-11
were designed to measure teachers’ perceptions ofmotivation characteristics; items 12 -
23 measured teachers’ perceptions of creativity characteristics; items 24 - 39 measured
teachers’ perceptions of bright characteristics; and items 40 - 47 were designed to
provide demographic data (job role, ethnicity, and years of teaching experience).
Validity and Reliability
For an instrument to be credible, it has to be validated. Validity was based on the
degree to which tests measured purposeful data (Borg, Gall and Gall, 1993). Validation
of this instrument was the Renzulli’s Motivation and Creativity Checklists used by the
Synergy Public School System to measure motivation and creativity characteristics. The
questionnaire was adopted from an instrument developed by Dr. Cynthia L. Allen (2001).
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The original instrument was tested in a pilot study conducted with a sample of 30 gifted
and regular classroom teachers within the DeKalb County Schools to establish content
validity and face validity. Experts in the Clark Atlanta University Department of
Educational Leadership and the Synergy Public Schools’ Department of Research,
Planning and Accountability, who evaluated the format and presentation, content validity,
concurrent validity, face validity, test reliability, diction or word choice, and sensitivity of
the test items, reviewed the questiormaire.
Data Collection
Permission to conduct this study was obtained from the Synergy Public Schools’
Department ofResearch, Planning and Accountability. Data for the investigation was
obtained from the schools that voluntarily participated in this study with the approval of
the schools’ principal. The questionnaires were distributed on a planning day during
faculty meeting so that all responses were obtained in one setting. The rationale for
administrating the questionnaires on a faculty meeting day was that attendance was
mandatory for faculty meetings. In addition, the participating volunteer teachers were
guaranteed confidentiality and anonymity. Gifted eligibility chairpersons and/or the
gifted teacher with the approval of the school’s principal distributed and collected the
questionnaires. The researcher collected and collated the data received from the




The collected data from this research illustrated whether there was a definable
relationship between teachers’ perceptions of giftedness and the placement ofminority
students in Synergy Public Schools’ gifted programs. These relationships were based on
items related to teachers’ job role, ethnicity, and years of teaching experience, with
regards to the ethnic composition of the gifted program and the system. Students’
referrals to the gifted program were the result of the teachers’ perceptions of giftedness
within the ethnic composition of the system. In addition, the investigation provided
descriptive stati.stics regarding the identification practices used in schools as teachers
made referrals using Renzulli’s checklists to measure motivation and creativity. The
descriptive statistics revealed the ethnic composition of the gifted program and teachers’
perceptions of creativity , motivation, and bright characteristies as it related to the ethnic
composition of the system investigated. Furthermore, the statistics incorporated the mean
and standard deviations in their measurements. The Pearson r provided the appropriate
measurement to represent the set of data in either interval or rubric scales (Borg, Gall and
Gall, 199.3). The Pearson r calculated the scores with the most accurate measurement of
correlation. The correlation coefficient, which was a decimal number between .00 and
+1.00 or .00 and ~1.00, was contingent on the degree to which the variables were related.
Thus, if the coefficient was near +1.00 (approximately .75+), then the variables were
related. However, if the coefficient was closer to .00, the variables were not related. If the
coefficient was closer to -1.00, then the variables were inversely or negatively related. In
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addition to the Pearson r, the investigation provided descriptive statistics such as the
mean and the standard deviations to highlight the moderators: teacher’ ethnicity, years of
teaching, and job role (gifted and regular). The analysis of the variance (ANOVA) were
conducted to discover if there were differences in the relationship between the teachers’
perceptions of giftedness and the ethnic composition of the gifted program and the school
system, as it relates to the moderated variables.
Summary
This chapter discussed the research methods and procedures that were used in this
study. The study used a correlation research design and analysis of the variance to
determine whether a relationship existed between teachers’ perceptions of giftedness and
the placement ofminority students in Synergy Public Schools’ gifted programs. It also
compared teachers’ perceptions of creativity, motivation, and bright characteristics as
they related to the ethnic composition of the gifted program and the ethnic composition of
the school system. The samples included teachers’ job role, ethnicity, and years of
teaching experience within this urban metropolitan school district, the Synergy Public
Schools System in Georgia.
The instrument used was the Renzulli’s checklist to measure creativity and
motivation to identify giftedness. Experts from Clark Atlanta University Department of
Educational Leadership and the Synergy Public Schools’ Department of Research,
Planning and Accountability evaluated the context and face validity of the instrument.
Once approval was obtained to conduct the study, questionnaires were distributed and
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collected by the researcher. The collected data was analyzed using descriptive and
inferential statistics, mean and standard deviations, and the Pearson r. Chapter 5 provided
an analysis of the data.
Chapter Five
Analysis of the Data
Introduction
The purpose of this study was to investigate the relationship between teachers’
perceptions of gifledness and the placement ofminorities in a large urban school
system’s gifted programs. Research was needed to identify how teachers’ perceptions of
giftedness influence their ability to identify potentially gifted minorities whose social,
economic or ethnic backgrounds differ from their own, also to determine how these
perceptions affect teachers’ nominations ofminorities, as they relate to the teachers’ job
role (gifted and regular), ethnicity, and years of teaching experience. To acquire the
answers to these questions, a survey instrument was administered to 538 teachers of
gifted and potentially gifted children in elementary schools. The study was conducted in
36 Synergy Public Schools’ elementary schools and included the 8 elementary schools’
gifted teachers located in the system. The metropolitan area of Atlanta, Georgia included
14 counties, the majority of which include various school types: city, public, county, and
private. The results are presented in order of the 13 null hypotheses. In order to analyze
the impact of perceptions, a survey was administered to the teachers. The instrument
contains 47 items designed to measure teachers’ perceptions of giftedness as it relates to
creativity, motivation, and bright characteristics. Items 1-11 were designed to measure
teaehers’ perceptions ofmotivation characteristics; items 12-23 measured teachers’
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perceptions of creativity characteristics; items 24 - 39 measured teachers’ perceptions of
bright characteristics; and items 40 - 47 were designed to provide demographic data (job
role, ethnicity, and years of teaching experience). The respondent choices were assigned
numerical values as follows: (4) Strongly Agree; (3) Agree; (2) Disagree and (1) Strongly
Disagree. The dependent variables: Composition of Gifted Program as (2=Majority Black
School, 1= Majority White). The demographics questions choices were assigned
numerical values based on the order and number assigned on the survey.
The Statistical Package for the Social Sciences (SPSS) was used to summarize the
data collected in this study. The following statistical procedures were used: Frequency,
Pearson Correlation, ANOVA (analysis of variance), and Regression.
Analysis ofNull Hypotheses
Hypothesis 1:
There is no significant relationship between teachers’ perceptions of creativity
and the ethnic composition of the gifted program.
A Pearson Correlation was performed to determine if there was any relationship.
The Pearson R Coefficient = -.013 which is significant at p=.762 significance level is
greater than the accepted significant level .05. The results indicate that there is no
significant relationship between teachers’ perceptions of creativity and the ethnic




Pearson Correlation ofIndependent, Dependent andModerator Variables
Motivation Creativity Brightness
Characteristics R Sig. R Sig. R Sig.
Gender .033 .463 -.007 .874 .008 .851
Teacher Ethnicity .019 .666 -.002 .971 .049 .269
Job Role .103 .019 .135 .002 .072 .104
Years Teaching Experience .168 .000 .131 .003 .188 .000
Grade level Teaching .036 .430 .073 .109 .020 .653
Multicultural Understanding
Training
.041 .349 -.064 .139 .062 .153
Gifted Education Training .003 .943 -.131 .003 -.017 .692
Identifying the Gifted
Training
-.022 .619 -.070 .107 -.066 .132
Ethnic Composition of
School
.048 .264 .037 .397 .061 .160
Ethnic Composition of
Gifted Program
-.014 .749 -.013 .762 .014 .750
Hypothesis 2:
There is no significant relationship between teachers’ perceptions ofmotivation
and the ethnic composition of the gifted program.
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A Pearson Correlation was performed to determine if there was any relationship.
The Pearson R Coefficient = -.014 which is significant at p=.749 significance level is
greater than the accepted significant level .05. The results indicate that there is no
significant relationship between teachers’ perceptions ofmotivation and the ethnic
composition of the gifted program. Therefore, the null hypothesis is accepted (see Table
1).
Hypothesis 3:
There is no significant relationship between teachers’ perceptions of bright
characteristics and the ethnic composition of the gifted program.
A Pearson Correlation was performed to determine if there was any relationship.
The Pearson R Coefficient = .014 which is significant at p=.750 significance level is
greater than the accepted significant level .05. The results indicate that there is no
significant relationship between teachers’ perceptions of brightness and the ethnic
composition of the gifted program. Therefore, the null hypothesis is accepted (see Table
1).
Hypothesis 4:
There is no significant relationship between teachers’ perceptions of creativity
and the ethnic composition of the gifted program in terms of ethnicity.
The null hypothesis was tested using an ANOVA to determine if a significant
relationship exists between teachers’ perceptions of creativity and the ethnic composition
of the gifted program in terms of ethnicity. The results are displayed in Table 2. In null
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hypothesis 4, there is a significant relationship between teachers’ perceptions of creativity
and the ethnic composition of the gifted program in terms of ethnicity. The results
indicate that there is no significant relationship with teachers’ perceptions of creativity
with ethnic composition of the gifted program as a single factor, however when
considered with ethnicity the results are significant in regards to the ethnic composition
of the gifted program. The data yielded a calculated F value of F(4,510)=31.281, since
the calculated F value of 31.281 > critical F value of 2.37 and having a F probability of
0.000 which is less than the significance acceptance level of 0.05 the basis of a
relationship is accepted, therefore the null hypothesis is rejected. The ethnicity is a
significant factor in terms of the teachers’ perceptions of creativity and the ethnic
composition of the gifted program. The data yielded a calculated F value of
F(3,510)=41.654, since the calculated F value of 41.654 > critical F value of 2.60 and
having a F probability of 0.000 which is less than the significance acceptance level of
0.05 the basis of a relationship is accepted, therefore the null hypothesis is rejected. The F
probability of the ethnicity as a factor was less than the significance acceptance level of
0.05. Therefore, there is a relationship between teachers’ perceptions of creativity and the
ethnic composition of the gifted program in terms ofethnicity. The data reflected that
there is a significant difference in black and white teachers as to referring black students
to the gifted program. Indeed the data showed that black teachers refer black students
significantly more than white students for the gifted program. However, the results are
not conclusive in its cause.
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Table 2
Analysis of Variance for Teacher’s Perceptions ofCreativity and the Ethnic Composition
ofthe GiftedProgram in terms ofEthnicity
Souree df F SS MS P
Covariates 1 .165 9.613 9.613 .685
Main Effects 3 41.654 7.300 2.433 .000
Model 4 31.281 7.310 1.827 .000
Residual 506 29.559 5.842
Hypothesis 5:
There is no significant relationship between teachers’ perceptions of creativity
and the ethnic composition of the gifted program in terms of years of teaching
experience.
The null hypothesis was tested using an ANOVA to determine if a significant
relationship exists between teachers’ perceptions of creativity and the ethnic composition
of the gifted program in terms of years of teaching experience. The results are displayed
in Table 3. In null hypothesis 5, there is no significant relationship between teachers’
perceptions of creativity and the ethnic composition of the gifted program in terms of
years of teaching experience. The data yielded a calculated F value of F(6,508)=.609,
since the calculated F value of .609 < critical F value of 2.10 and having a F probability
of 0.723 which is greater than the significance acceptance level of 0.05 the basis of a
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relationship is rejected, therefore the null hypothesis is accepted. The years of teaching
experience did not make any significant difference in terms of the teachers’ perceptions
of creativity and the ethnic composition of the gifted program. The data yielded a
calculated F value ofF(5,508)=.718, since the calculated F value of .718 < critical F
value of 2.21 and having a F probability of 0.610 which is greater than the significance
acceptance level of 0.05 the basis of a relationship is rejected, therefore the null
hypothesis is accepted. The F probability of the years of teaching experience as a factor
was more than the acceptance level of 0.05. Therefore, there is no relationship between
teachers’ perceptions of creativity and the ethnic composition of the gifted program in
terms of years of teaching experience.
Table 3
Analysis of Variance for Teacher’s Perceptions ofCreativity and the Ethnic Composition
ofthe Gifted Program in terms ofYears ofTeaching Experience
Source df F SS MS P
Covariates 1 .062 4.514 4.514 .803
Main Effects 5 .718 .261 5.214 .610
Model 6 .609 .265 4.420 .111,
Residual 517 37.527 7.259
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Hypothesis 6:
There is no significant relationship between teachers’ perceptions of creativity
and the ethnic composition of the gifted program in terms ofjob role.
The null hypothesis was tested using an ANOVA to determine if a significant
relationship exist relationship between teachers’ perceptions of creativity and the ethnic
composition of the gifted program in terms ofjob role. The results are displayed in Table
4. In null hypothesis 6, there is significant relationship between teachers’ perceptions of
creativity and the ethnic composition of the gifted program in terms ofjob role. The
results indicate that there is no significant relationship with teachers’ perceptions of
creativity with ethnic composition of the gifted program as a single factor, however when
considered with job role, the results are significant in regards to the ethnic composition of
the gifted program. The data yielded a calculated F value of F(2,515)=4.918, since the
calculated F value of 4.918 > critical F value of 3.00 and having a F probability of 0.008
which is less than the significance acceptance level of 0.05 the basis of a relationship is
accepted, therefore the null hypothesis is rejected. The job role is a significant factor in
terms of the teachers’ perceptions of creativity and the ethnic composition of the gifted
program. The data yielded a calculated F value of F(l,515)=9.736, since the calculated F
value of 9.736 > critical F value of 3.84 and having a F probability of 0.002 which is less
than the significance acceptance level of 0.05 the basis of a relationship is accepted,
therefore the null hypothesis is rejected. The F probability ofjob role as a factor was less
than the significance acceptance level of 0.05. Therefore, there is a relationship between
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teachers’ perceptions of creativity and the ethnic composition of the gifted program in
terms ofjob role. The data reflected that regular classroom teachers tended to refer black
students to the gifted program more frequently than would the gifted teacher. However,
the results are not conclusive in its cause. It should be noted that there was a small
sample of gifted teachers in the surveyed population.
Table 4
Analysis of Variance for Teacher’s Perceptions ofCreativity and the Ethnic Composition
ofthe GiftedProgram in terms ofJob Role
Source df F SS MS P
Covariates 1 .100 7.243 7.243 .752
Main Effects 1 9.736 .703 .703 .002
Model 2 4.918 .710 .355 .008
Residual 513 37.032 7.219
Hypothesis 7:
There is no significant relationship between teachers’ perceptions ofmotivation
and the ethnic composition of the gifted program in terms ofethnicity.
The null hypothesis was tested using an ANOVA to determine if a significant
relationship exists between teachers’ perceptions ofmotivation and the ethnic
composition of the gifted program in terms of ethnicity. The results are displayed in
64
Table 5. In null hypothesis 7, there is a significant relationship between teachers’
perceptions ofmotivation and the ethnic composition of the gifted program in terms of
ethnicity. The results indicate that there is no significant relationship with teachers’
perceptions ofmotivation with ethnic composition of the gifted program as a single
factor, however when considered with ethnicity the results are significant in regards to
the ethnic composition of the gifted program. The data yielded a calculated F value of
F(4,510)=.31.349, since the calculated F value of 31.349 > critical F value of 2.37 and
having a F probability of 0.000 which is less than the significance acceptance level of
0.05 the basis of a relationship is accepted, therefore the null hypothesis is rejected. The
ethnicity is a significant factor in terms of the teachers’ perceptions ofmotivation and the
ethnic composition of the gifted program. The data yielded a calculated F value of
F(3,510)=41.779, since the calculated F value of 41.779 < critical F value of 2.60 and
having a F probability of 0.000 which is less than the significance acceptance level of
0.05 the basis of a relationship is accepted, therefore the null hypothesis is rejected. The F
probability of ethnicity as a factor was less than the acceptance level of 0.05. Therefore,
there is a relationship between teachers’ perceptions ofmotivation and the ethnic
composition of the gifted program in terms of r ethnicity. The data reflected that there is a
significant difference in black and white teachers as to the referring of black students to
the gifted program. Indeed the data showed that black teachers refer black students
significantly more frequently than white students for the gifted program. However, the
results are not conclusive in its cause.
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Table 5
Analysis of Variance for Teacher’s Perceptions ofMotivation and the Ethnic
Composition ofthe GiftedProgram in terms ofEthnicity
Source df F SS MS P
Covariates 1 .058 3.395 3.395 .810
Main Effects 3 41.779 7.319 2.440 .000
Model 4 31.349 7.322 1.831 .000
Residual 506 29M1 5.839
Hypothesis 8:
There is no significant relationship between teachers’ perceptions ofmotivation
and the ethnic composition of the gifted program in terms of years of teaching
experience.
The null hypothesis was tested using an ANOVA to determine if a significant
relationship exists between teachers’ perceptions ofmotivation and the ethnic
composition of the gifted program in terms of years of teaching experience. The results
are displayed in Table 6. In null hypothesis 8, there is no significant relationship between
teachers’ perceptions ofmotivation and the ethnic composition of the gifted program in
terms of years of teaching experience. The data yielded a calculated F value of
F(6,508)=.623, since the calculated F value of .623 > critical F value of 2.10 and having
a F probability of 0.712 which is greater than the significance acceptance level of 0.05
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the basis of a relationship is rejected, therefore the null hypothesis is accepted. The years
of teaching experience did not make any significant difference in terms of the teachers’
perceptions ofmotivation and the ethnic composition of the gifted program. The data
yielded a calculated F value of F(5,523)=.737, since the calculated F value of .737 <
critical F value of 2.21 and having a F probability of 0.596 which is greater than the
significance acceptance level of 0.05 the basis of a relationship is rejected, therefore the
null hypothesis is accepted. The F probability of the years of teaching experience as a
factor was more than the acceptance level of 0.05. Therefore, there was no significant
relationship between teachers’ perceptions ofmotivation and the ethnic composition of
the gifted program in terms of years of teaching experience.
Table 6
Analysis of Variance for Teacher’s Perceptions ofMotivation and the Ethnic
Composition ofthe GiftedProgram in terms ofYears ofTeaching Experience
Source df F SS MS P
Covariates 1 .055 3.959 3.959 .815
Main Effects 5 .737 .267 5.348 .596
Model 6 .623 .271 4.523 .712
Residual 517 37.521 7.257
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Hypothesis 9:
There is no significant relationship between teachers’ perceptions ofmotivation
and the ethnic composition of the gifted program in terms ofjob role.
The null hypothesis was tested using an ANOVA to determine if a significant
relationship exist between teachers’ perceptions ofmotivation and the ethnic composition
of the gifted program in terms of t job role. The results are displayed in Table 7. In null
hypothesis 9, there is a significant relationship between teachers’ perceptions of
motivation and the ethnic composition of the gifted program in terms ofjob role. The
results indicated that there is no significant relationship with teachers’ perceptions of
motivation with ethnic composition of the gifted program as a single factor, however
when considered with job role the results are significant in regards to the ethnic
composition of the gifted program. The data yielded a calculated F value of
F(2,515)=4.918, since the calculated F value of4.918 > critical F value of 3.00 and
having a F probability of 0.008 which is less than the significance acceptance level of
0.05 the basis of a relationship is accepted, therefore the null hypothesis is rejected. The
job role is a significant factor in terms of the teachers’ perceptions ofmotivation and the
ethnic composition of the gifted program. The data yielded a calculated F value of
F(1,515)=9.792, since the calculated F value of 9.792 > critical F value of 3.84 and
having a F probability of 0.002 which is less than the significance acceptance level of
0.05 the basis of a relationship is accepted, therefore the null hypothesis is rejected. The F
probability ofjob role as a factor was less than the significance acceptance level of 0.05.
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Therefore, there is a relationship between teachers’ perceptions ofmotivation and the
ethnic composition of the gifted program in terms ofjob role. The data reflected that
regular classroom teachers tended to refer black students to the gifted program more
frequently than would the gifted teachers.
Table 7
Analysis of Variance for Teacher’s Perceptions ofMotivation and the Ethnic
Composition ofthe Gifted Program in terms ofJob Role
Source df F SS MS P
Covariates 1 .042 3.065 3.065 .837
Main Effects 1 9.792 .707 .707 .002
Model 2 4.917 .710 .355 .008
Residual 513 37.032 7.219
Hypothesis 10:
There is no significant relationship between teachers’ perceptions of bright
characteristics and the ethnic composition of the gifted program in terms of ethnicity.
The null hypothesis was tested using an ANOVA to determine if a significant
relationship exists between teachers’ perceptions of bright characteristics and the ethnic
composition of the gifted program in terms of ethnicity. The results are displayed in
Table 8. In null hypothesis 10, there is a significant relationship between teachers’
perceptions of bright characteristics and the ethnic composition of the gifted program in
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terms of ethnicity. The results indicate that there is no significant relationship with
teachers’ perceptions of bright characteristics with the ethnic composition of the gifted
program as a single factor, however when considered with ethnicity the results are
significant in regards to the ethnic composition of the gifted program. The data yielded a
calculated F value ofF(4,509)=31.166, since the calculated F value of 31.166 > critical
F value of 2.37 and having a F probability of 0.000 which is less than the significance
acceptance level of 0.05 the basis of a relationship is accepted, therefore the null
hypothesis is rejected. The ethnicity is a significant factor in terms of the teachers’
perceptions ofbright characteristics and the ethnic composition of the gifted program.
The data yielded a calculated F value ofF(3,509)=41.511, since the calculated F value of
41.511 > critical F value of 2.60 and having a F probability of 0.000 which is less than
the significance acceptance level of 0.05 the basis of a relationship is accepted, therefore
the null hypothesis is rejected. The F probability of ethnicity as a factor was less than the
significance acceptance level of 0.05. Therefore, there is a relationship between teachers’
perceptions of bright characteristics and the ethnic composition of the gifted program in
terms of r ethnicity. The data reflected that there is a significant difference in black and
white teachers as to the referring of black students to the gifted program.
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Table 8
Analysis ofVariance for Teacher’s Perceptions ofBright Characteristics and the Ethnic
Composition of the Gifted Program in terms ofEthnicity
Souree df F SS MS P
Covariates 1 .129 7.542 7.542 .720
Main Effects 3 41.511 7.291 2.430 .000
Model 4 31.166 7.298 1.825 .000
Residual 505 29.565 5.854
Hypothesis 11:
There is no significant relationship between teachers’ perceptions of bright
characteristics and the ethnic composition of the gifted program in terms of years of
teaching experience.
The null hypothesis was tested using an ANOVA to determine if a significant
relationship exists between teachers’ perceptions of bright characteristics and the etluiic
composition of the gifted program in terms of years of teaching experience. The results
are displayed in Table 9. In null hypothesis 11, there is no significant relationship
between teachers’ perceptions of bright characteristics and the ethnic composition of the
gifted program in terms of years of teaching experience. The data yielded a calculated F
value of F(6,522)=.590, since the calculated F value of .590 > critical F value of 2.10
and having a F probability of0.739 which is greater than the significance acceptance
level of 0.05 the basis of a relationship is rejected, therefore the null hypothesis is
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accepted. The years of teaching experience did not make any significant difference in
terms of the teachers’ perceptions of bright characteristics and the ethnie eomposition of
the gifted program. The data yielded a calculated F value of F(5,522)=.696, since the
ealculated F value of .696 < critical F value of 2.21 and having a F probability of 0.627
which is greater than the significance acceptance level of 0.05 the basis of a relationship
is rejected, therefore the null hypothesis is aceepted. The F probability of the years of
teaching experience as a factor was more than the aeceptanee level of 0.05. Therefore,
there was no significant relationship between teachers’ perceptions of bright
characteristics and the ethnic composition of the gifted program in terms of years of
teaching experience.
Table 9
Analysis of Variance for Teacher’s Perceptions ofBright Characteristics and the Ethnic
Composition ofthe GiftedProgram in terms ofYears ofTeaching Experience
Souree df F SS MS P
Covariates 1 .062 4.494 4.494 .804
Main Effects 5 .696 .253 5.059 .627
Model 6 .590 .257 4.290 .739
Residual 516 37.528 1.213
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Hypothesis 12:
There is no significant relationship between teachers’ perceptions of bright
characteristics and the ethnic composition of the gifted program in terms ofjob role.
The null hypothesis was tested using an ANOVA to determine if a significant
relationship exists between teachers’ perceptions of bright characteristics and the ethnic
composition of the gifted program in terms ofjob role. The results are displayed in Table
10. In null hypothesis 12, there is a significant relationship between teaehers’ perceptions
of bright characteristics and the ethnic composition of the gifted program in terms ofjob
role. The results indicate that there is no significant relationship with teachers’
perceptions ofbright characteristics with the ethnic composition of the gifted program as
a single factor, however when considered with job role the results are significant in
regards to the ethnic composition of the gifted program. The data yielded a calculated F
value of F(2,514)=4.968, since the calculated F value of 4.968 > critical F value of 3.00
and having a F probability of 0.007 which is less than the significance acceptance level of
0.05 the basis of a relationship is accepted, therefore the null hypothesis is rejected. The
job role is a significant factor in terms of the teachers’ perceptions of bright
characteristics and the ethnic composition of the gifted program. The data yielded a
calculated F value of F(l,514)=9.878, since the calculated F value of 9.878 > critical F
value of 3.84 and having a F probability of 0.002 which is less than the significance
acceptance level of 0.05 the basis of a relationship is accepted, therefore the null
hypothesis is rejected. The F probability of the job role as a factor was less than the
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significance acceptance level of 0.05. Therefore, there is a relationship between teachers’
pereeptions ofbright characteristies and the ethnie eomposition of the gifted program in
terms ofjob role. The data reflected that regular classroom teachers tended to refer blaek
students to the gifted program more frequently would the gifted teachers. However, the
results are not eonelusive in its cause. It should be noted that there was a small sample of
gifted teaehers in the surveyed population.
Table 10
Analysis of Variance for Teacher’s Perceptions ofBright Characteristics and the Ethnic
Composition ofthe GiftedProgram in terms ofJob Role
Source df F SS MS P
Covariates 1 .057 4.157 4.157 .811
Main Effeets 1 9.878 .714 .714 .002
Model 2 4.968 .718 .359 .007
Residual 512 37.018 7.230
Hypothesis 13:
There is no relative impact between each of the moderator variables on the ethnic
composition of the gifted program.
Hypothesis 13 was tested using a Stepwise Multiple Regression to determine if a
significant relationship exists between ethnic composition of the gifted program, the
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dependent variable, and the moderator variables: ethnicity, job role, years of teaching
experience, identifying the gifted training. The regression was used to test simultaneously
all the variables together unlike the other statistical procedures. The results indicate that
there is relative impact on the dependent variable by the moderator variables. The results
are displayed in Table 11.
Table 11
The Relationship between Moderator Variables and the Ethnic Composition ofthe Gifted
Program
Variable B SEB P
Step 1
Ethnicity .107 .017 .282
Step 2
Ethnicity .107 .017 .282
Identifying the Gifted Training 7.803 .026 .135
Step 3
Ethnicity .103 .017 .272
Identifying the Gifted Training 6.998 .026 .121
Job Role
. ^2 ^ ^2
-.255 .103 -.111
Note. = .079 for Step I; DR^= .098 for Step 2; DR^= .110 for Step 3 (ps < .05). Variables not in equation; Years of
Teaching Experience, Bright Characteristics, Creativity, and Motivation.
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The data indicated that ethnicity has a significant influence on predicting the
ethnic composition of the gifted program, along with the identifying the gifted training,
and job role. Interpretation of the results, suggests that black Teachers, and those without
identifying the gifted training, ^lnd regular classroom teachers tend to predict the
composition of the gifted program students. The multiple R was 0.282. The was
0.079. Thus, 5 % (7.9%) of the variance that occurred for the ethnic composition of the
gifted program was attributed to ethnicity. The F ratio 39.329 is significant at p=0.000 <
0.05 level indicating that there is some significant relationship with the ethnic
composition of the gifted program and ethnicity. The data indicated that identifying the
gifted training has a significant influence on the ethnic composition of the gifted
program. The multiple R was 0.313. The R^ was 0.098. Thus, 9 % (9.8%) of the variance
that occurred for the ethnic composition of the gifted program was attributed to ethnicity
and identifying the gifted training together. The F ratio 24.638 is significant at p=0.000 <
0.05 level indicating that there is some significant relationship with the ethnic
composition of gifted program, ethnicity, and identifying the gifted training. The data
indicated that job role has a significant influence on the ethnic composition of the gifted
program. The multiple R was 0.331. The Rf was 0.110. Thus, 11 % (11%) of the variance
that occurred for the ethnic composition of the gifted program was attributed to ethnicity,
identifying the gifted training, and job role together. The F ratio 18.638 is significant at
p=0.000 < 0.05 level indicating that there is some significant relationship with the ethnic
composition of the gifted program, ethnicity, identifying the gifted training, and job role.
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It should be noted that there is 89.9% unexplained influence on the ethnic composition of
the gifted program. Therefore, further research is needed.
The following factors do not have any relative influence on the ethnic
composition of the gifted program: grade level taught, years of teaching experience,
multicultural education training, gifted education training, bright characteristics,
creativity, and motivation.
Summary
This chapter presented the statistical analysis of the data obtained by comparing
the responses of 36 Synergy Public Schools’ elementary schools’ regular teachers and
included 8 elementary schools’ gifted teachers located in the system. The metropolitan
area ofAtlanta, Georgia included 14 counties, the majority of which include various
school types: city, public, county, and private. The results are presented in order of the
research questions. In the beginning of this chapter, it was indicated that the focus of this
study was to investigate the relationship between teachers’ perceptions of giftedness and
the placement ofminorities in a large urban school system’s gifted program. The thirteen
hypotheses of the study were tested using the Statistical Package for the Social Sciences
(SPSS), and the procedures used were Frequency, Pearson Correlation, ANOVA, and
Regression statistieal procedures. The results of these statistical procedures revealed that
7 hypotheses were rejected and 6 accepted.
1. The results indicate that there is no significant relationship between teachers’
perceptions of creativity and the ethnic composition of the gifted program.
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2. The results indicate that there is no significant relationship between teachers’
perceptions ofmotivation and the ethnic composition of the gifted program.
3. The results indicate that there is no significant relationship between teachers’
perceptions of brightness and the ethnic composition of the gifted program.
4. There is a significant relationship between teachers’ perceptions of creativity and the
ethnic composition of the gifted program in terms of ethnicity. The results indicate that
there is no significant relationship with teachers’ perceptions of creativity with the ethnic
composition of the gifted program as a single factor; however, when considered with
ethnicity the results are significant in regards to the ethnic composition of the gifted
program. Indeed the data showed that black teachers select black students significantly
more frequently than white students for the gifted program. However, the results are not
conclusive in its cause.
5. There is no significant relationship between teachers’ perceptions of creativity and the
ethnic composition of the gifted program in terms ofyears of teaching experience.
6. There is a significant relationship between teachers’ perceptions of creativity and the
ethnic composition of the gifted program in terms ofjob role. The results indicated that
there is no signifieant relationship with teachers’ pereeptions of creativity with the ethnic
composition of the gifted program as a single factor; however, when considered with job
role the results are significant in regards to the ethnic composition of the gifted program.
The data reflected that regular classroom teachers tended to refer black students to gifted
program more frequently than would the gifted teachers. However, the results are not
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conclusive in its cause. It should be noted that there was a small sample of gifted
teachers in the surveyed population.
7. There is a significant relationship between teachers’ perceptions ofmotivation and the
ethnic composition of the gifted program in terms of ethnicity. The results indicated that
there is no significant relationship with teachers’ perceptions ofmotivation with the
ethnic composition of the gifted program as a single factor; however, when considered
with ethnicity the results are significant in regards to the ethnic composition of the gifted
program. The data reflected that there is a significant difference in black and white
teachers as to the referring black students to the gifted program. Indeed the data showed
that black teachers refer black students significantly more frequently than white students
for the gifted program. However, the results are not conclusive in its cause.
8. There is no significant relationship between teachers’ perceptions of creativity and the
ethnic composition of the gifted program in terms of years of teaching experience.
9. There is a significant relationship between teachers’ perceptions ofmotivation and the
ethnic composition of the gifted program in terms ofjob role. The results indicated that
there is no significant relationship between teachers’ perceptions ofmotivation and the
ethnic composition of the gifted program as a single factor; however, when considered
with job role the results are significant in regards to the ethnic composition of the gifted
program. The data reflected that regular classroom teachers tended to refer black
students to the gifted program more frequently than would the gifted teachers. However,
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the results are not conclusive in its cause. It should be noted that there was a small
sample of gifted teachers in the surveyed population.
10. There is a significant relationship between teachers’ perceptions of bright
characteristics and the ethnic composition of the gifted program in terms of ethnicity. The
results indicated that there is no significant relationship between teachers’ perceptions of
bright characteristics and the ethnic composition of the gifted program as a single factor;
however, when considered with ethnicity the results are significant in regards to the
ethnic composition of the gifted program. The data reflected that there is a significant
difference in black and white teachers as to the referring of black students to the gifted
program. Indeed the data showed that black teachers refer black students significantly
more frequently than white students for the gifted program. However, the results are not
conclusive in its cause.
11. There is no significant relationship between teachers’ perceptions of bright
characteristics and the ethnic composition of the gifted program in terms of years of
teaching experience.
12. There is a significant relationship between teachers’ perceptions of bright
characteristics and the ethnic composition of the gifted program in terms ofjob role. The
results indicated that there is no significant relationship with teachers’ perceptions of
bright characteristics and the ethnic composition of the gifted program as a single factor;
however, when considered with job role the results are significant in regards to the ethnic
composition of the gifted program. The data reflected that regular classroom teachers
80
tended to refer black students to the gifted program more frequently than would the gifted
teachers. However, the results are not conclusive in its cause. It should be noted that
there was a small sample of gifted teachers in the surveyed population.
13. There is no relative impact between each of the moderator variables on the ethnic
composition of the gifted program. The data indicated that ethnicity has a significant
influence on predicting the ethnic composition of the gifted program, along with
identifying the gifted training, and job role. Interpretation of the results, suggest that
black teachers, and those without identifying the gifted training, and regular classroom
teachers tend to predict the composition of the gifted program students.
Chapter 6 presents the findings, conclusions, implications, and recommendations
based on the results of this study.
Chapter Six
Findings, Conclusions, Implications, and Recommendations
Introduction
This investigation studies the relationship between teachers’ perceptions of
gifledness and the placement ofminorities in a large urban school system’s gifted
program. The issues of concern were how teachers’ perceptions of giftedness influenced
their ability to identify potentially gifted minority students whose ethnic backgrounds
differed from their own. In addition, this study investigated the identification process of
giftedness as it related to the ethnic composition of the gifted program and the ethnic
composition of the school system. Questionnaires were originally administered to 30
gifted teachers and 1575 regular teachers within the 63 Synergy Public Schools’
elementary schools; however only 8 gifted teachers and 530 regular teachers within 36 of
the elementary schools returned their questionnaires. The questionnaires’ validity and
reliability were based on Renzulli’s checklist, an instrument used to identify motivation
and creativity gifted characteristics. The collected data was analyzed using descriptive
and inferential statistics, mean, standard deviation, the Pearson r, and ANVOVA. Chapter
Six discussed the findings, conclusions, implications, and recommendations.
Findings
The research studied teachers’ perceptions of giftedness in relation to the
definition of giftedness: creativity, motivation, and bright characteristics. Moderators of
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teachers’ perceptions of giftedness was based on teachers’ job role, ethnicity, and year of
teaching experience. Also, a descriptive study was conducted using the moderators as
they related to the ethnic composition of the gifted program and the ethnic composition of
the school system within the 36 elementary schools investigated. The findings from this
research study allowed the researcher to recognize some implications and draw some
conclusions. These findings were centered on the demographic characteristics of the
teachers’ perceptions of giftedness (motivation, creativity and bright characteristics), in
reference to teachers’ ethnicity, job role, and years of teaching experience as it related to
the ethnic composition of the gifted program and the school system.
To achieve these goals, thirteen hypotheses were generated and tested using the
Pearson r, and the results of these tests were analyzed in Chapter Five. The paragraphs
that follow presented the outcomes or findings of this study.
Hypothesis 1:
There was no significant relationship between teachers’ perceptions of creativity
and the ethnic composition of the gifted program.
A Pearson Correlation was performed to determine if there was any relationship.
The Pearson R Coefficient = -.013 which is significant at p=.762 significance level is
greater than the accepted significant level .05. The results indicated that there was no
significant relationship between teachers’ perceptions of creativity and the ethnic




There was no significant relationship between teachers’ perceptions of motivation
and the ethnic composition of the gifted program.
A Pearson Correlation was performed to determine if there was any relationship.
The Pearson R Coefficient = -.014 which is significant at p=.749 significance level is
greater than the accepted significant level .05. The results indicate that there was no
significant relationship between teachers’ perceptions ofmotivation and the ethnic
composition of the gifted program. Therefore, the null hypothesis was accepted (see
Table 1).
Hypothesis 3:
There was no significant relationship between teachers’ perceptions of bright
characteristics and the ethnic composition of the gifted program.
A Pearson Correlation was performed to determine if there was any relationship.
The Pearson R Coefficient = .014 which is significant at p=.750 significance level is
greater than the accepted significant level .05. The results indicate that there was no
significant relationship between teachers’ perceptions of bright characteristics and the
ethnic composition of the gifted program. Therefore, the null hypothesis was accepted
(see Table 1).
Hypothesis 4:
There was no significant relationship between teachers’ perceptions of creativity
and the ethnic composition of the gifted program in terms of ethnicity.
84
The null hypothesis was tested using an ANOVA to determine if a significant
relationship exists between teachers’ perceptions of creativity and the ethnic composition
of the gifted program in terms ofethnicity. The results are displayed in Table 2. In null
hypothesis 4, there was a significant relationship between teachers’ perceptions of
creativity and the ethnic composition of the gifted program in terms of ethnicity. The
results indicate that there was no significant relationship with teachers’ perceptions of
creativity with ethnic composition of the gifted program as a single factor, however when
considered with ethnicity the results are significant in regards to the ethnic composition
of the gifted program. The data yielded a calculated F value of F(4,510)=31.281, since
the calculated F value of 31.281 > critical F value of 2.37 and having a F probability of
0.000 which is less than the significance acceptance level of 0.05 the basis of a
relationship was accepted, therefore the null hypothesis was rejected. The ethnicity was a
significant factor in terms of the teachers’ perceptions of creativity and the ethnic
composition of the gifted program. The data yielded a calculated F value of
F(3,510)=41.654, since the calculated F value of 41.654 > critical F value of 2.60 and
having a F probability of 0.000 which is less than the significance acceptance level of
0.05 the basis of a relationship was accepted, therefore the null hypothesis was rejected.
The F probability of the teacher ethnicity as a factor was less than the significance
acceptance level of 0.05. Therefore, there was a relationship between teachers’
perceptions of creativity and the ethnic composition of the gifted program in terms of
ethnicity. The data reflected that there was a significant difference in black and white
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teachers as to referring of black students to the gifted program. Indeed the data showed
that black teachers refer black students significantly more frequently than white students
for the gifted program. However, the results are not conclusive in its cause.
Hypothesis 5:
There was no significant relationship between teachers’ perceptions of creativity
and the ethnic composition of the gifted program in terms of years of teaching
experience.
The null hypothesis was tested using an ANOVA to determine if a significant
relationship exists between teachers’ perceptions of creativity and the ethnic composition
of the gifted program in terms of years of teaching experience. The results are displayed
in Table 3. In null hypothesis 5, there was no significant relationship between teachers’
perceptions of creativity and the ethnic composition of the gifted program in terms of
years of teaching experience. The data yielded a calculated F value of F(6,508)=.609,
since the calculated F value of .609 < critical F value of 2.10 and having a F probability
of 0.723 which is greater than the significance acceptance level of 0.05 the basis of a
relationship was rejected, therefore the null hypothesis is accepted. The years of teaching
experience did not make any significant difference in terms of the teachers’ perceptions
of creativity and the ethnic composition of the gifted program. The data yielded a
calculated F value ofF(5,508)=.718, since the ealculated F value of .718 < critical F
value of 2.21 and having a F probability of 0.610 which is greater than the significance
acceptance level of 0.05 the basis of a relationship was rejected, therefore the null
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hypothesis was accepted. The F probability of the years of teaching experience as a factor
was more than the acceptance level of0.05. Therefore, there was no relationship between
teachers’ perceptions of creativity and the ethnic composition of the gifted program in
terms of years of teaching experience.
Hypothesis 6:
There was no significant relationship between teachers’ perceptions of creativity
and the ethnic composition of the gifted program in terms ofjob role.
The null hypothesis was tested using an ANOVA to determine if a significant
relationship exists relationship between teachers’ perceptions of creativity and the ethnic
composition of the gifted program in terms ofjob role. The results are displayed in Table
4. In null hypothesis 6, there was significant relationship between teachers’ perceptions
of creativity and the ethnic composition of the gifted program in terms ofjob role. The
results indicate that there was no significant relationship with teachers’ perceptions of
creativity with ethnic composition of the gifted program as a single factor, however when
considered with job role the results are significant in regards to the ethnic composition of
the gifted program. The data yielded a calculated F value of F(2,515)=4.918, since the
calculated F value of 4.918 > critical F value of 3.00 and having a F probability of 0.008
whieh is less than the significance acceptance level of 0.05 the basis of a relationship was
accepted, therefore the null hypothesis was rejected. The job role was a significant factor
in terms of the teachers’ perceptions ofcreativity and the ethnic composition of the gifted
program. The data yielded a calculated F value of F(l,515)=9.736, since the calculated F
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value of 9.736 > critical F value of 3.84 and having a F probability of 0.002 which is less
than the significance acceptance level of 0.05 the basis of a relationship was accepted,
therefore the null hypothesis was rejected. The F probability of the job role as a factor
was less than the significance acceptance level of 0.05. Therefore, there was a
relationship between teachers’ perceptions ofcreativity and the ethnic composition of the
gifted program in terms ofjob role. The data reflected that regular classroom teachers
tended to refer black students more frequently to the gifted program than would the gifted
teachers. However, the results are not conclusive in its cause. It should be noted that
there was a small sample of gifted teachers in the surveyed population.
Hypothesis 7:
There was no significant relationship between teachers’ perceptions ofmotivation
and the ethnic composition of the gifted program in terms of ethnicity.
The null hypothesis was tested using an ANOVA to determine if a significant
relationship exists between teachers’ perceptions ofmotivation and the ethnic
composition of the gifted program in terms of ethnicity. The results are displayed in
Table 5. In null hypothesis 7, there was a significant relationship between teachers’
perceptions ofmotivation and the ethnic composition of the gifted program in terms of
ethnicity. The results indicate that there was no significant relationship with teachers’
perceptions ofmotivation with ethnic composition of the gifted program as a single
factor, however when considered with ethnicity the results are significant in regards to
the ethnic composition of the gifted program. The data yielded a calculated F value of
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F(4,510)=.31.349, since the calculated F value of 31.349 > critical F value of 2.37 and
having a F probability of 0.000 which is less than the significance aceeptance level of
0.05 the basis of a relationship was accepted, therefore the null hypothesis was rejected.
The ethnicity was a significant factor in terms of the teaehers’ perceptions ofmotivation
and the ethnic composition of the gifted program. The data yielded a calculated F value
ofF(3,510)=41.779, since the calculated F value of 41.779 < critical F value of 2.60 and
having a F probability of0.000 whieh is less than the significance acceptance level of
0.05 the basis of a relationship was accepted, therefore the null hypothesis was rejected.
The F probability of the ethnicity as a factor was less than the acceptance level of 0.05.
Therefore, there was a relationship between teachers’ perceptions ofmotivation and the
ethnic composition of the gifted program in terms of ethnicity. The data reflected that
there was a significant difference in black and white teachers as to referring of black
students to the gifted program. Indeed the data showed that black teachers refer black
students significantly more frequently than white students for the gifted program.
However, the results are not conclusive in its cause.
Hypothesis 8:
There was no significant relationship between teachers’ perceptions ofmotivation
and the ethnic composition of the gifted program in terms of years of teaching
experience.
The null hypothesis was tested using an ANOVA to determine if a significant
relationship exists between teachers’ perceptions ofmotivation and the ethnic
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composition of the gifted program in terms of years of teaching experience. The results
are displayed in Table 6. In null hypothesis 8, there was no significant relationship
between teachers’ perceptions ofmotivation and the ethnic composition of the gifted
program in terms of years of teaching experience. The data yielded a calculated F value
of F(6,508)=.623, since the calculated F value of .623 > critical F value of 2.10 and
having a F probability of 0.712 which is greater than the significance acceptance level of
0.05 the basis of a relationship was rejected, therefore the null hypothesis was accepted.
The years of teaching experience did not make any significant difference in terms of the
teachers’ perceptions ofmotivation and the ethnic composition of the gifted program.
The data yielded a calculated F value of F(5,523)=.737, since the calculated F value of
.737 < critical F value of 2.21 and having a F probability of 0.596 which is greater than
the significance acceptance level of 0.05 the basis of a relationship was rejected,
therefore the null hypothesis was accepted. The F probability of the years of teaching
experience as a factor was more than the acceptance level of 0.05. Therefore, there was
no relationship between teachers’ perceptions ofmotivation and the ethnic composition
of the gifted program in terms ofyears of teaching experience.
Hypothesis 9:
There was no significant relationship between teachers’ perceptions ofmotivation
and the ethnic composition of the gifted program in terms ofjob role.
The null hypothesis was tested using an ANOVA to determine if a significant
relationship exists between teachers’ perceptions ofmotivation and the ethnic
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composition of the gifted program in terms ofjob role. The results are displayed in Table
7. In null hypothesis 9, there was a signifieant relationship between teachers’ perceptions
ofmotivation and the ethnic composition of the gifted program in terms ofjob role. The
results indicate that there was no significant relationship with teachers’ perceptions of
motivation with ethnic composition of the gifted program as a single factor, however
when considered with job role the results are significant in regards to the ethnic
composition of the gifted program. The data yielded a calculated F value of
F(2,515)=4.918, since the calculated F value of 4.918 > critical F value of 3.00 and
having a F probability of 0.008 which is less than the significance acceptance level of
0.05 the basis of a relationship was accepted, therefore the null hypothesis was rejected.
The job role was a significant factor in terms of the teachers’ perceptions ofmotivation
and the ethnic composition of the gifted program. The data yielded a calculated F value
ofF(1,515)=9.792, since the calculated F value of9.792 > critical F value of 3.84 and
having a F probability of 0.002 which is less than the significance acceptance level of
0.05 the basis of a relationship was accepted, therefore the null hypothesis was rejected.
The F probability of the job role as a factor was less than the significance acceptance
level of 0.05. Therefore, there was a relationship between teachers’ perceptions of
motivation and the ethnic composition of the gifted program in terms ofjob role. The
data reflected that regular classroom teachers tended to refer black students to the gifted
program more frequently than would the gifted teachers. It should be noted that there was
a small sample of gifted teachers in the surveyed population.
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Hypothesis 10:
There was no significant relationship between teachers’ perceptions of bright
characteristics and the ethnic composition of the gifted program in terms of ethnicity.
The null hypothesis was tested using an ANOVA to determine if a significant
relationship exists between teachers’ perceptions of bright characteristics and the ethnic
composition of the gifted program in terms of ethnicity. The results are displayed in
Table 8. In null hypothesis 10, there was a significant relationship between teachers’
perceptions of bright characteristics and the ethnic composition of the gifted program in
terms ofethnicity. The results indicate that there was no significant relationship with
teachers’ perceptions of bright characteristics with ethnic composition of the gifted
program as a single factor, however when considered with ethnicity the results are
significant in regards to the ethnic composition of the gifted program. The data yielded a
calculated F value of F(4,509)=31.166, since the calculated F value of 31.166 > critical
F value of 2.37 and having a F probability of 0.000 which is less than the significance
acceptance level of 0.05 the basis of a relationship is accepted, therefore the null
hypothesis is rejected. The ethnicity was a significant factor in terms of the teachers’
perceptions of bright characteristics and the ethnic composition of the gifted program.
The data yielded a calculated F value of F (3,509)=41.511, since the calculated F value of
41.511 > critical F value of 2.60 and having a F probability of 0.000 which is less than
the significance acceptance level of 0.05 the basis of a relationship was accepted,
therefore the null hypothesis was rejected. The F probability of the ethnicity as a factor
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was less than the significance acceptance level of0.05. Therefore, there was a
relationship between teachers’ perceptions of bright characteristics and the ethnic
composition of the gifted program in terms of ethnicity. The data reflected that there was
a significant difference in black and white teachers as to the referring of black students to
the gifted program.
Hypothesis 11:
There was no significant relationship between teachers’ perceptions of bright
characteristics and the ethnic composition of the gifted program in terms of years of
teaching experience.
The null hypothesis was tested using an ANOVA to determine if a significant
relationship exists between teachers’ perceptions of bright characteristics and the ethnic
composition of the gifted program in terms of years of teaching experience. The results
are displayed in Table 9. In null hypothesis 11, there was no significant relationship
between teachers’ perceptions ofbright characteristics and the ethnic composition of the
gifted program in terms ofyears of teaching experience. The data yielded a calculated F
value of F(6,522)=.590, since the calculated F value of .590 > critical F value of 2.10
and having a F probability of 0.739 which is greater than the significance acceptance
level of 0.05 the basis of a relationship was rejected, therefore the null hypothesis was
accepted. The years of teaching experience did not make any significant difference in
terms of the teachers’ perceptions ofbright characteristics and the ethnic composition of
the gifted program. The data yielded a calculated F value of F(5,522)=.696, since the
93
calculated F value of .696 < critical F value of 2.21 and having a F probability of 0.627
which is greater than the significance acceptance level of 0.05 the basis of a relationship
was rejected, therefore the null hypothesis was accepted. The F probability of the years of
teaching experience as a factor was more than the acceptance level of 0.05. Therefore,
there was no relationship between teachers’ perceptions of bright characteristics and the
ethnic composition of the gifted program in terms of years of teaching experience.
Hypothesis 12:
There was no significant relationship between teachers’ perceptions of bright
characteristics and the ethnic composition of the gifted program in terms ofjob role.
The null hypothesis was tested using an ANOVA to determine if a significant
relationship exists between teachers’ perceptions ofbright characteristics and the ethnie
composition of the gifted program in terms ofjob role. The results are displayed in Table
10. In null hypothesis 12, there was a significant relationship between teachers’
perceptions ofbright characteristics and the ethnic composition of the gifted program in
terms ofjob role. The results indicate that there was no significant relationship with
teachers’ perceptions of bright characteristics with ethnic composition of the gifted
program as a single factor, however when considered with job role the results are
significant in regards to the ethnic composition of the gifted program. The data yielded a
calculated F value ofF(2,514)=4.968, since the calculated F value of4.968 > critical F
value of 3.00 and having a F probability of 0.007 which is less than the significance
acceptance level of 0.05 the basis of a relationship was accepted, therefore the null
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hypothesis was rejected. The job role was a significant factor in terms of the teachers’
perceptions of bright characteristics and the ethnic composition of the gifted program.
The data yielded a calculated F value ofF(l,514)=9.878, since the calculated F value of
9.878 > critical F value of 3.84 and having a F probability of 0.002 which is less than the
significance acceptance level of0.05 the basis of a relationship was accepted, therefore
the null hypothesis was rejected. The F probability ofjob role as a factor was less than
the significance acceptance level of 0.05. Therefore, there was a relationship between
teachers’ perceptions of bright characteristics and the ethnic composition of the gifted
program in terms ofjob role. The data reflected that regular classroom teachers tended to
refer black students to gifted program more frequently than would the gifted teachers.
However, the results are not conclusive in its cause. It should be noted that there was a
small sample of gifted teachers in the surveyed population.
Hypothesis 13:
There was no relative impact between each of the moderator variables on ethnic
composition of the gifted program.
Hypothesis 13 was tested using a Stepwise Multiple Regression to determine if a
significant relationship exists between ethnic composition of the gifted program, the
dependent variable, and the moderator variables: ethnicity, job role, years of teaching
experience, and identifying the gifted training. The regression was used to test
simultaneously all the variables together unlike the other statistical procedures. The
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results indicate that there was relative impact on the dependent variable by the moderator
variables. The results are displayed in Table 11.
The data indicated that ethnicity has a significant influence on predicting the
ethnic composition of the gifted program, along with the identifying the gifted training,
and job role. Interpretation of the results, suggest that black teachers, and those without
identifying the gifted training, and regular classroom teachers tend to predict the
composition of the gifted program students. The multiple R was 0.282. The was
0.079. Thus, 5 % (7.9%) of the variance that occurred for ethnic composition of the gifted
program was attributed to ethnicity. The F ratio 39.329 is significant at p=0.000 < 0.05
level indicating that there is some significant relationship with the ethnic composition of
the gifted program and ethnicity. The data indicated that identifying the gifted training
has a significant influence on the ethnic composition of the gifted program. The multiple
R was 0.313. The R^ was 0.098. Thus, 9 % (9.8%) of the variance that occurred for the
ethnic composition of the gifted program was attributed to ethnicity and identifying the
gifted training together. The F ratio 24.638 is significant at p=0.000 < 0.05 level
indicating that there is some significant relationship with the ethnic composition of the
gifted program, ethnicity, and identifying the gifted training. The data indicated that job
role has a significant influence on the ethnic composition of the gifted program. The
multiple R was 0.331. The R^ was 0.110. Thus, 11 % (11%) of the variance that occurred
for the ethnic composition of the gifted program was attributed to ethnicity, identifying
the gifted training, and job role together. The F ratio 18.638 is significant at p=0.000 <
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0.05 level indicating that there is some significant relationship between the ethnic
composition of the gifted program, ethnicity, identifying the gifted training, and job role,
ft should be noted that there is 89.9% unexplained influence on the ethnic composition of
the gifted program. Therefore, further research is needed.
The following factors do not have any relative influence on the ethnic
composition of the gifted program: grade level taught, years of teaching experience,
multicultural education training, gifted program training, bright characteristics, creativity,
and motivation.
Conclusions
The significant findings in this research led to several meaningful conclusions.
The conclusions were based on the demographic data of the sample within the 36
Synergy Public Schools’ elementary schools that participated in this study.
The test for Hypothesis 1 revealed that there was no significant difference as it
related to teachers’ perceptions of creativity and the ethnic composition of the gifted
program. Based on this finding, it can be concluded that teachers had a complete
understanding ofRenzulli’s checklist of creativity that is used by the Synergy Public
Schools as part of its identification process.
This study found that Hypothesis 2 revealed that there were no significant
differences as relates to teachers’ perceptions ofmotivation and the ethnic composition of
the gifted program. This finding concluded that teachers had a complete understanding of
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Renzulli’s motivation checklist, also used by the Synergy Public Schools as part of its
identification process.
A Pearson Correlation was performed on Hypothesis 3 and revealed that there
was no significant relationship between teachers’ perceptions of bright characteristics and
the ethnic composition of the gifted program. It was concluded that teachers’ perceptions
of bright characteristics were accurate as it related to the brightness ehecklist. Thus,
teachers’ knowledge of brightness had no misconstrued effect on minority students’
plaeement in the gifted program.
Hypothesis 4 was tested using an ANOVA and it revealed a significant difference
in the relationship between teachers’ perception of ereativity and the ethnic composition
of the gifted program in terms of ethnicity. It concluded that that is a difference in black
and white teachers as to the referring black students to the gifted program. The ethnic
diversity of schools’ student population may be a considerable factor in how teachers
select prospective gifted students.
Hypothesis 5 revealed no signifieant differenee in the relationship between
teachers’ perception of creativity and the ethnic composition of the gifted program in
terms of years of teaching experience. It was concluded that teachers’ years of teaching
experience had no effect on minority students’ referrals to nor placement in the gifted
program.
Hypothesis 6 revealed that there was a signifieant difference in the relationship
between teachers’ perception of creativity and the ethnic composition of the gifted
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program in terms ofjob role. It was eoncluded that regular classroom teachers tended to
refer black students to the gifted program more frequently than would the gifted teachers.
The ethnic diversity of schools student population may effect how teachers select
prospective gifted students.
The ANOVA test used in Hypothesis 7 revealed that there was a significant
relationship between teachers’ perceptions ofmotivation and the ethnic composition of
the gifted program in terms of ethnicity. It was concluded that there was a significant
difference in black and white teachers as to the referring black students to the gifted
program; and that black teachers refer black students significantly more frequently than
white students for the gifted program. The ethnic diversity of schools student population
may be a considerable factor in how teachers select prospective gifted students.
Hypothesis 8 revealed that there was no significant relationship between teachers’
perceptions ofmotivation and the ethnic composition of the gifted program in terms of
years of teaching experience. It was concluded the years of teaching experience of a
teacher be it less than five years or more than twenty did not effect minority referrals to
the gifted program.
Hypothesis 9 revealed that there was a significant relationship between teachers’
perceptions ofmotivation and the ethnic composition of the gifted program in terms of
job role. It was concluded that a teacher’s job role may affect black students being
referred to or placed in the gifted program, but it must be noted that there was a small
sample of gifted teachers in the surveyed population.
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The test for Hypothesis 10 revealed that there was a significant relationship
between teachers’ perceptions of bright characteristics and the ethnic composition of the
gifted program in term ofethnicity. Based on these findings it was concluded that there is
a difference in black and white teachers as to the referring ofblack students to the gifted
program.
Hypothesis 11 revealed that there was no significant relationship between
teachers’ perception of bright characteristics and the ethnic composition of the gifted
program in terms of years of teacher experience. It was concluded the years of teaching
experience of a teacher be it less than five years or more than twenty did not affect
minority students being referred to or placed in the gifted program.
This study found that Hypothesis 12 revealed that there was a significant
relationship between teachers’ perceptions of bright characteristics and the ethnic
composition of the gifted program in terms ofjob role. It was concluded that job role
does affect the referral and placement ofminority students in the gifted program, but it
should noted that there was a small number of gifted teachers in the surveyed population.
A Stepwise Multiple Regression test was used in Hypothesis 13. The test revealed
that there was relative impact on the dependent variable by the moderator variables. It
was concluded that ethnicity along with the identifying the gifted training, and job role
had a significant influence on predicting the ethnic composition of the gifted program.
Interpretation of the results also revealed that black teachers and those without
identifying the gifted training as well as regular classroom teacher tended to predict the
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ethnic composition of the gifted program. It was also revealed that ethnicity has some
significant relationship with the ethnic composition of the gifted program. Those teachers
with identifying the gifted training had significant influence on the ethnic composition.
Thus, 11 % of the variance that occurred was attribute to ethnicity, identifying the gifted
training, and job role, there are 89% unexplained influence on the ethnic composition of
the gifted program. Finally, it was concluded that further research is needed.
Furthermore, teachers’ perceptions of giftedness had no significant influence on
their ability to identify potentially gifted minorities, particularly blacks, whose racial or
ethnic background may differ from their own, as it related to referrals to the gifted
program. The result of the data could lead one to accept the new multiple criteria for
identifying multiple giftedness, which appeared to be working well.
The data indicated that teachers had proper knowledge and training ofRenzulli’s
checklists in terms of teachers’ perceptions of creativity, motivation and the bright
characteristics as it relates to the ethnic composition of the gifted program. The results of
the data could lead one to conclude that the ethnic composition of the gifted program is
not influenced by teachers’ years of teaching experience but is influenced by teachers’
ethnicity and their job role, regular education or gifted. However, these findings
contradict the relationship between the ethnic composition of the gifted program and the
ethnic composition of the school system in regards to white students’ larger composition




The function and operation of gifted programs has been a growing concern for all
ethnic parents and society. Much of the concern had been centered on biased tests,
selected referrals, and deficit paradigms (used nationally). In cases where non-traditional
assessments and broader definitions of giftedness have conformed to the multiple
intelligence of our diverse world, conflict still arose, as it related to the definition of
giftedness and instruments used to measure giftedness with regards to teachers’
perceptions of giftedness. The teachers’ role in the multiple criteria referral process of
potentially gifted minority students was clearly defined. However, one’s values, attitudes,
beliefs, and knowledge of the multicultural giftedness were questioned, in relation to
teachers’ expectations and perceptions of gifted minority students’ creativity and
motivation behaviors.
The demographic characteristics of the sample group revealed that there was no
significant relationship between teachers’ perception of creativity, motivation and bright
characteristics and the ethnic composition of the gifted program. Teachers’ perception of
giftedness as it relates to their ethnicity and job role indicated a significant relationship to
the ethnic composition of the gifted program, while their years of teaching experience
revealed no significant relationship to the ethnic composition of the gifted program. This
study revealed that those teachers’ beliefs, values, and attitudes of potentially gifted
minority students were viewed primarily the same as it related to black students. In
addition, the ethnic composition of each school included in the sample group revealed an
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equal balance of the ethnic composition of the gifted program. However, there was a
significant relationship between the ethnic composition of the gifted program and the
ethnic composition of the school system as it relates to the black and white students. The
research revealed that the Synergy Public Schools’ student population was composed
58,450 students; 35 American Indian/Alaskan Native students none ofwhom are
participants in the gifted program (0 %); there are 500 Asian students, 45 (9 %) ofwhom
are participants in the gifted program; there are 1635 Hispanic students, 50 (3 %)of
whom are participants in the gifted program; there are 3785 white students, 1260 (33 %)
ofwhom are participants in the gifted program; and there are 52, 495 black students,
2110 (4 %) ofwhom are participants in the gifted program. Therefore, with the diversity
of the Synergy Public Schools’ student population, teachers’ had inverse perceptions of
creativity, motivation, and bright characteristics. These inverse perceptions, due to the
lack of research of gifted traits among the various ethnic groups, could have influenced
teachers’ referrals and placement of black students in the gifted program. As for the other
minority groups, the data revealed that the low ethnic composition of the gifted program
was reflection of the low ethnic composition of the minority groups in each school in the
sample population. In this case, the underrepresentation ofminority students in the gifted
program could have been a “cultural mismatch” based on teachers’ attitudes, values, and
beliefs, since they were expected to identify and refer students with gifted characteristics
(Ford, 1996).
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The findings in this study revealed that teachers’ perceptions of giftedness as it
relates to creativity, motivation and bright characteristics had no significant relationship
to the ethnic composition of the gifted program. Therefore, teachers’ knowledge of gifted
characteristics was reliable as it relates to the ethnic composition of the gifted program,
but when one compares and contrast the ethnic composition of the school system; there
are questions that must be raised. Teachers’ attitudes, beliefs, values, and knowledge
about minority students may create a barrier in the multicultural values and their way of
life. In addition, it is necessary to have research on ethnic groups’ traits and a
multicultural staff that was knowledgeable of the various degrees of giftedness, cultural
values, and multiple intelligences, which could support and enrich each child’s fullest
potential for growth and development.
Thus, teachers should have current knowledge of various ethnic groups’ gifted
characteristics, which is incorporated in their training and education, in considering our
ever-changing society. The definition of giftedness should be well defined for teachers
and parents, so that they may differentiate between bright characteristics and giftedness.
All stakeholders were aware of the magnitude of this definition of giftedness, as it related
to teachers’ expectations of gifted behavior and the importance of their perceptions for
referrals. However, most schools with large percentages ofminorities and large
socioeconomic (free and reduced lunches) status recipients revealed lower ethnic
composition in the gifted program, which was evident in the schools with high enrollment
ofminority students. Yet, the practices of referrals by teachers who had an inverse
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perception of creativity and motivation behavior could be harmful to black students who
do not meet the teachers’ expectations of giftedness for support and referrals to the gifted
program.
The research in this areas clearly illustrated that more research on gifted traits and
non-traditional assessment must be used to encourage greater public awareness and to
improve the initiation of gifted programs’ screening procedures for all ethnic groups.
These procedures for identification of giftedness must be accompanied by continuous
training.
Recommendations Based on the Findings
The following recommendations are in order to improve school practice, inform policy
and for additional research:
1. The Synergy Public Schools should provide all stakeholders with a clear
definition of giftedness, and details of the identification of the gifted process.
2. The Synergy Public Schools should develop a task force (with the input from all
stakeholders) to generate a handbook of the characteristics of giftedness,
including various ethnic groups’ ways of life and cultural values, and how parents
and teachers can identify and stimulate these traits.
3. The Synergy Public Schools System should continue to mandate yearly staff
development courses on multiculturalism, multiple intelligences, gifted
characteristics, identification of the gifted as well as self-awareness training to
ensure equality and equity in the classroom as well as the gifted program.
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4. The Synergy Public Schools should mandate that school personnel that are
certified in the area ofGifted Education conduct all Identification of the Gifted
Training at each local school.
5. The Synergy Public Schools should vigorously recruit teachers of different ethnic
backgrounds to ensure that the faculty, staff, and students are representative of all
ethnic groups in each school community.
6. The Synergy Public Schools should provide a norm-reference verbal or non¬
verbal test of intelligence to all students in one or two target grade levels; which
would generate a group of students who may otherwise slip through the “crack”
with the use of traditional assessment procedures.
7. The Synergy Public Schools should return to the system-wide testing at each
grade level on a norm-reference achievement (i.e., Iowa Test of Basic Skills,
Terra Nova or Stanford 9).
8. It is recommended that continuous research be conducted between a select group
of schools whose student populations are different in terms of socioeconomic
status and ethnicity; but have about the same enrollment history and staff
9. It is recommended that research be conducted on the wide range of giftedness
among the various ethnic groups way of life, values, and beliefs; which could help
broaden the definition ofgiftedness and expand the research and knowledge base
needed in developing identification instruments; which would be more sensitive
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Office ofResearch Planning and Accoimtability
Atlanta Public Schools
222 Pryor Street S.W.
Atlanta, GA 30303
Dear Dr. Emmons:
I am writing as the chairperson of the Department ofEducational Leadership requesting
that you allow Ms. Althea Bolton to conduct dissertation research in the Atlanta Public
School System. Ms. Bolton is at the dissertation stage in the doctoral program in
Educational Leadership. The title ofher study is “Teachers' Perceptions ofGiftedness
andMinority Students ’Placement in An Urban Metropolitan SchoolDistrict’s Gifted
Program. ” I believe that Ms. Bolton’s studywill be a significant contribution to the
knowledge base and the world of school practice.
Ms. Bolton’s dissertation advisor has worked closelywith her in the development ofher
topic and in the preparation ofher research instruments. I feel certain that she is ready to
proceed with data gathering during this phase ofher research.
If you need additional information, please do not hesitate to call me (404) 880-6126.
Thank you for your kind assistance.
















1393 Westview Drive, S.W.
Atlanta, Georgia 30310
Dear Ms. Bolton;
Your request to conduct research within the Atlanta Public Schools (APS) was reviewed by the Research Screening
Committee in accordance with the guidelines. Your research study entitled “Teachers’ Perceptions of Giftedness and
Minority Students’ Placement in an Urban Metropolitan School District’s Gifted Program” was approved under the
following conditions:
1. Your research design involves the administration of a survey to twenty regular and gifted education teachers
across sixty-three APS elementary schools. Principals have the final approval on whether research studies are
conducted in their schools. You must obtain the approvals of the principals of the schools prior to beginning your
research study. If any of the principals do not approve of your study or do not believe that it is in the best interest
of their schools to participate, you must delete those schools from your sample without replacement.
2. No students will be directly involved in your research study.
3. Activities related to your research study must not interfere with the ongoing instructional program or with the
state and local testing programs. It is recommended that your teacher survey be completed during
noninstructional hours.
4. Teachers and other APS employees can participate in your research study only on a voluntary basis.
5. The confidentiality of students, teachers, other APS staff members, the schools, and the school system must be
ensured. Pseudonyms for people and the schools, as well as references to APS as “a large urban school system,”
are required in the title and text of your final report before publication or presentation outside of APS.
6. The data collection phase of your research study must be completed by the end of the 2003-2004 school year.
7. If changes are made in the research design or in the instruments used, you must notify the Department of
Research, Planning, and Accountability prior to beginning your study.
This letter serves as official notification of the approval of your proposed research study, pending the above
conditions. Remember that a copy of the results of your completed study must be submitted to the Department of
Research, Planning, and Accountability. Please contact me at (404) 802-2708 or nemmons@atlanta.kl2.ga.us if I can be
of further assistance.
Sincerely,
Nancy J. Emmons, Ph.D.
Research Associate
NJEidd - #54
xc: Mr. Lester McKee
Executive Directors (SRT 1-4)
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To; Elementary Sehool Prineipals
From; Althea Bolton
Re; Survey ofTeaehers’ Pereeptions ofGiftedness
The Department of Research, Planning and Accountability has approved my
proposal to administer a survey on Teachers’ Perceptions ofGiftedness. A copy of
the approval letter is enclosed. The data are intended for the Doctorate Degree in
Education at Clark Atlanta University. Four participants from each grade level (K
-5), the Gifted Eligibility Chairperson and/or the gifted teacher(s) are needed to
complete this study. I am requesting your approval to allow the Gifted Eligibility
Chairperson and/or Gifted Teacher on your staff to distribute and collect the
enclosed surveys on Tuesday, March 8, 2004 at a staff meeting or at a time that is
convenient for you and your staff I am asking that they please return them to me
in the enclosed self-addressed envelope by Friday, March 12, 2004. Your
cooperation and your school’s participation is greatly appreciated. Thanks!
3/2/04
I approve the research study and my school participation.





To: Gifted Eligibility Chairpersons
Gifted Teachers
From: Althea Bolton
Re: Survey of Teachers’ Perceptions ofGiftedness
The Department of Research, Planning and Accountability has approved my
proposal to administer a survey on Teachers’ Perceptions of Giftedness. The data
are intended for the Doctorate Degree in Education at Clark Atlanta University.
Four participants from each grade level (K - 5), the Gifted Eligibility Chairperson
and/or and the gifted teacher(s) are needed to complete this study. I am asking the
Gifted Eligibility Chairperson and/or Gifted Teacher on your staff to distribute and
collect the enclosed surveys on Tuesday, March 9*'’ at a staff or as indicated by
your principal upon his or her approval. Please return the surveys along with your
principal’s approval letter to me in the enclosed self-addressed envelope by






A Reliability test using SPSS reliability procedure was performed on the instrument used
in this study in order to validate the use of the survey instrument. This is a model of
internal consistency, based on the average inter-item correlation. The survey consists
three components with 538 cases that measure the following areas: Brightness,
Creativity, and Motivation characteristics. The survey items were grouped to represent
Brightness (items 24 to 39), Creativity (items 12 to 23), and Motivation (items 1 to 11).
The respondent choices were assigned numerical values as follows: (4) Strongly Agree;
(3) Agree; (2); Disagree, and (1) Strongly Disagree.
The results of the reliability indicate that each of the three survey components are reliable
and are constructed of similar measures, therefore validated. None of the thirty-nine
questions on the survey were eliminated.
Reliability
Cronbach Alpha Minimum Alpha
Bright characteristic .9185 .9102
Creativity characteristic .7752 .7466
Motivation characteristic .7583 .7189
Appendix F
Teachers’ Perceptions of Giftedness
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The purpose of this survey is to solicit your opinion about gifted characteristics. Please be frank as
possible. You cannot be identified in any way. To ensure anonymity, the Gifted Teacher or Gifted
Eligibility Chairperson on your staff will collect all completed surveys and return them to the researcher
in a sealed envelope.
Choose one response from the scale below that best describes a gifted student’s characteristics.
1 = Strongly Disagree 2 = Disagree 3 = Agree 4 = Strongly Agree
1. Is responsible and follows through with given instruction. 12 3 4
2. Is very alert. 12 3 4
3. Organizes and prioritizes activities. 12 3 4
4. Has a good memory. 12 3 4
5. Likes school and absorbs information. 12 3 4
6. Is concerned with the appropriate right and/or wrong; often
evaluates and judges others, events, and things.
12 3 4
7. Is self assertive and firm in one’s beliefs as it relates to activities. 12 3 4
8. Shows emotional sensitivity. 12 3 4
9. Elaborates and is stimulated by ideas and/or information from
others.
12 3 4
10. Is unwilling to accept criticism from authoritarian 12 3 4
11. Has a keen sense of humor in situations, which may not appear
humorous to others.
12 3 4
12. Fantasizes and manipulates ideas with an intellectual playfulness. 12 3 4
13. Is independent, adventurous, and a high risk taker. 12 3 4
14. Generates unique and creative ideas, solutions and questions on
various topics.
12 3 4
15. Is radical and uninhibited in expressing his/her opinion. 12 3 4
Appendix F
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1 = Strongly Disagree 2 = Disagree 3 = Agree
16. Is keen, observant, sensitive to beauty, and sees the unusual.
17. Is very crafty about many things; constantly asking questions.
18. Accepts disorder, lacks interest in detail, fearless of individuality.
19. Prefers to work alone.
20. Needs little motivation to get excited.
21. Strives for perfection; self critical, hard to please self.
22. Is persistent in the completion of tasks.
23. Becomes absorbed only in topics that interest him/her; difficult to
get him/her to move to other topics.
24. Knows the answers to most questions.
25. Has good ideas.
26. Is a hard worker.
27. Listens with interest.
28. Learns with ease.
29. Understands ideas easily.
30. Is receptive to information.
31. Completes assignments.
32. Is in the top group in subject matters.
33. Grasps concept(s) easily.
34. Likes one’s peers.
35. Enjoys straightforwardness.
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1 = Strongly Disagree 2 = Disagree 3 = Agree
36. Copies assignments accurately.
37. Is pleased with own learning.
38. Is able to sequence information.
39. Masters information after 6-8 repetitions.
Please circle one of the following questions appropriately:
40. Gender: 1 = Male 2 = Female
41. Teacher’s Ethnicity:
1 = White 2 = Black 3 = Asian American 4 = Hispanic 5 =
42. Job Role:
1 = Regular Classroom Teacher 2= Gifted Teacher
43. Years of teaching experience:
1 = Less than 1 yr. 2=l-5yrs. 3 = 6-10yrs. 4=ll-15yrs.
44. Your assigned grade level:





Native American 6 = Other





l=Kin. 2=E* 3 = 2"‘‘ 4 = 3^** 5 = 4*” 6 = 5“’
45. Have you taken any courses and/or received in-service in Multicultural Understanding?
1 = Yes 2 = No
46. Have you taken any courses and/or received in-service in Gifted Education?
1 = Yes 2 = No
47. Have you taken any courses and/or received in-service in Identifying the Gifted?
1 = Yes 2 = No
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Teachers’ Perceptions ofGiftedness Survey Responses
N= SA A D SD
1. Is responsible and follows through with given instruction. 257 207 64 8
2. Is very alert. 246 229 54 6
3. Organizes and prioritizes activities. 188 243 90 9
4. Has a good memory. 288 215 27 6
5. Likes school and absorbs information. 232 220 66 12
6. Is concerned with the appropriate right and/or wrong;
often evaluates and judges others, events, and things.
185 267 70 13
7. Is self assertive and firm in one’s beliefs as it relates to
activities.
203 259 65 7
8. Shows emotional sensitivity. 97 273 142 18
9. Elaborates and is stimulated by ideas and/or information
from others.
268 224 33 6
10. Is unwilling to accept criticism from authoritarian 51 142 246 87
11. Has a keen sense of humor in situations, which may not
appear humorous to others.
135 234 145 14
12. Fantasizes and manipulates ideas with an intellectual
playfulness.
187 275 64 4
13. Is independent, adventurous, and a high risk taker. 219 250 53 7
14. Generates unique and creative ideas, solutions and
questions on various topics.
293 209 26 4
15. Is radical and uninhibited in expressing his/her opinion. 121 255 131 19
16. Is keen, observant, sensitive to beauty, and sees the
unusual.
184 285 60 3
17. Is very crafty about many things; constantly asking
questions.
247 240 40 6
18. Accepts disorder, lacks interest in detail, fearless of
individuality.
35 167 220 95
19. Prefers to work alone. 56 212 223 35
20. Needs little motivation to get excited. 133 243 136 151
21. Strives for perfection; self critical, hard to please self 136 243 133 15
22. Is persistent in the completion of tasks. 187 245 88 7
23. Becomes absorbed only in topics that interest him/her;
difficult to get him/her to move to other topics.
80 206 211 29
24. Knows the answers to most questions. 139 269 112 8
25. Has good ideas. 221 283 22 3
26. Is a hard worker. 189 242 92 5
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N= SA A D SD
27. Listens with interest. 195 251 80 6
28. Learns with ease. 229 246 50 5
29. Understands ideas easily. 210 270 43 3
30. Is receptive to information. 212 282 30 3
31. Completes assignments. 197 226 91 12
32. Is in the top group in subject matters. 228 224 66 10
33. Grasps concept(s) easily. 228 248 45 6
34. Likes one’s peers. 80 268 162 14
35. Enjoys straightforwardness. 120 289 104 11
36. Copies assignments accurately 129 271 109 14
37. Is pleased with own learning. 177 296 52 5
38. Is able to sequence information 212 283 29 6
39. Masters information after 6-8 repetitions. 182 227 98 22
Appendix H
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Teacher or person completing this form:
Instructions: Please read each iton below and circle the number that corresponds with the
frequency to which you have Nxserved each behavior. Tl« words that correspond to the six scale
values are:
Never VeryRarely Rarely Occasionally Frequently Always
1 2 3 4 5 6
The student demonstrates
1. imaginative thinking ability.
2. a sense ofhumor.
3. the ability to come upwith unusual, unique, or clever responses.
4. adventurous spirit ofa willingness to take risks.
5. the ability to generate a large numb»' of ideas or solutions to
problems or questions.
6. a tendency to see humor in situations thatmay not ^pear to be
humorous to others.
7. the ability to adapt, improve, ormodify objects <x ideas.
8. intellectual playfulness, willingness to fantasize, and
manipulate ideas.
9. a non-conforming attitude, does not fear being different
8AX)
1 2 3 4 5 6
1 2 3 4 5 6
1 2 3 4 5 6
1 2 3 4 5 6
1 2 3 4 5 6
1 2 3 4 5 6
1 2 3 4 5 6
1 2 3 4 5 6
1 2 3 4 5 6
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Teaches' or person completing this form:
Motivation characteristics!
Instnictioiis: Please read each iton below and circle die immba' diat coirespcmdswidi die frequency to
which you have observed each bdiavior. The words that coneqxind to the six scale values are:
Never Very Rarely Rarely Occasionally Frequently Always
1 2 3 4 5 6
The stttdeni demonstrates....,^.
1. the ability to concentrate intently on a topic for a long
period of time.
2. behavior that requires little direction from teachers.
3. sustained interest in certain topics or problems.
4. tenacity for finding out information on topics of interest
5. persistent work on tasks even when setbacks occur.
6. a preference for situations in whidr he or ^e can take personal
responsibility for the outcomes ofbis or her^ efforts.
7. follow-throu^ behavior wdien interested in a topic or problem
8. intense involvement in cermin topics or problems.
9. a commitment to long term projects when interested in a topic.
10. persistence vdien pursuing goals.
11. little need for external motivation to follow throu^ in work that
is initially exciting.
1 2 3 4 5 6
1 2 3 4 5 6
1 2 3 4 5 6
1 2 3 4 5 6
1 2 3 4 5 6
1 2 3 4 5 6
1 2 3 4 5 6
1 2 3 4 5 6
1 2 3 4 5 6
1 2 3 4 5 6
1 2 3 4 5 6
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Has wild, silly ideas.




















Is pleased with own learning.
Beyond the group.
Show strong feelings and opinions.
Already knows.
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